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ABSTRACT 
This interpretive study focusses on women's and men's perceptions of their development of 
'tacit forms of key competencies', and explores ways in which this learning experience, the 
development of 'tacit knowledge', takes place. All the research participants had taken, or 
were taking, time off paid work due to parenthood, caring responsibilities and/or being 
made redundant. 
The research combines biographical, ethnographical and phenomenological elements. Data 
are presented from in-depth, (socio)biographic interviews with 33 adults (25 women and 8 
men), aged between 23 and 57 years, living in south east England. 
The research participants speak of the challenges they faced in their roles as managers of 
families, and as parents, spouses and carers; of their unrecognised 'tacit' learning 
experiences; of the 'change in personality'; and of the impact of unpaid work and 
unemployment on their self-esteem, confidence and (dis)satisfaction. Their 'stories' offer a 
powerful basis for analysis of aspects of their unrecognised 'tacit' learning experiences. 
The focus of the study is the inter-relationship between the research participants' degrees 
of awareness about their acquired 'tacit forms of key competencies' and 'tacit knowledge' 
on the one hand, and the degree of confidence and 'self-assurance' they draw from the 
recognition of these 'tacit forms of key competencies' on the other. 
The analysis of the research participants' accounts reveals how a person's awareness (or 
unawareness) of the development of 'tacit forms of key competencies' influences 
confidence, self-esteem and self-identity. The interplay of education, class, and the 
situation of being in or out of paid work, has an effect on how far individuals acknowledge, 
recognise and value the 'tacit' knowledge and the 'tacit forms of key competencies' they 
have developed. 
Understanding learning from the perspectives of the individual and the various contexts 
within which 'tacit' and informal learning takes place requires crossing boundaries between 
the fields of management, economics, education and training, psychology and sociology. 
This study seeks to advance the discussion on the development of 'tacit knowledge' in 
terms of what does it mean for the individual, acknowledging their contexts, experiences 
and biographies as well as their emotions and feelings. 
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CHAPTER 1: INTRODUCTION TO THE STUDY 
1.0 Introduction 
This study has extended work of the 'TACITKEY" project exploring the development process 
of 'tacit forms of key competencies' as they manifest themselves in the practice of unpaid, 
caring work in periods of life which are characterised by unemployment and/or family 
phases of adults. This period in the lives of the research participants is characterised 
through implicit learning (Reber, 1993) and non-formal work situations (Garrick, 1997; 
Coffield, 2000). Everyday, parents, especially mothers, unemployed people, and private 
carers skilfully accomplish tasks and routines 'without thinking' and not thinking 'much 
about it'. Tracy, 37 years old, a mother of two, states: "I never thought about it. Things 
had to be done, and there is no time to think about yourself and how it could be different". 
For Eunice, (46 years old, 3 children): "It was just one round of washing, cleaning, ironing, 
cooking, taking the dogs out, shopping. A normal work day". 
This study builds on the idea that human beings possess many skills and competencies, 
which they are not aware of and which they cannot explicitly name, but on which people 
'tacitly' rely; embracing the concept of 'tacit knowledge' (Polanyi, 1958,1966). The 
concept of 'tacit knowledge' is used mostly "to describe practical know-how" (Wagner, 
1987, p. 1236). It is acquired informally, through experience (Ravetz, 1971), over time 
(Leonard-Barton, 1992) and without conscious attempt. It is "action-oriented knowledge, 
acquired without direct help from others, that allows individuals to achieve goals they 
personally value" (Sternberg et at., 1995, p. 916). The concept of 'tacit knowledge' 
incorporates aspects of 'practical intelligence' (Wagner and Sternberg, 1987; Schmidt and 
Hunter, 1993) and is used in this study as a springboard for the exploration. 
This research sets out to facilitate the telling of the 'tacit' learning and development 
process among different groups of adult learners; with the intention to gain a better 
understanding of how individuals experience the development of 'tacit knowledge' in a 
period of being 'out of the labour market' due to family commitments (stay-at-home mums 
or dads) or redundancy. As a result, the research participants speak about the challenges 
they face in their roles as managers and carers of families, as parents and spouses, the 
'change in personality' and of the impact of unpaid work and unemployment on their degree 
of self-esteem, confidence and (dis)satisfaction. Their 'stories' offer a powerful basis for 
analysis of aspects of their unrecognised 'tacit' learning experiences - the development of 
'tacit forms of key competencies'. 
1 European funded Leonardo-da-Vinci research project 'Tacit forms of key competencies for changing 
employment opportunities" ('TACITKEY', 1998 - 2001). 
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Alongside the exploration an identification and analysis of the developed 'tacit forms of key 
competencies' and 'tacit skills' is striven for. And finally, the study considers the inter- 
relationship of the development of 'tacit forms of key competencies', of being aware about 
this learning process and of confidence building in the individual. 
The initiative for this study and investigation lies in my own experience of time spent out of 
the labour market due to motherhood and child/family caring responsibilities, experiencing 
a 'change in personality' in terms of acquiring a range of skills and competencies and an 
awareness of these achievements. 
1.1 The Relationship between Knowing, Emotion, 'Tacit' and Key Competencies 
The process of developing 'tacit' knowledge and competencies includes embodied skills and 
thus, embodied experiences (see Davies, 1997) - for my research this means to focus on 
human beings who develop 'tacit' skills and knowledge and consequently 'know', are the 
'knowing subjects'. For Polanyi "knowledge is an activity ... a process of knowing" (1969, 
p. 132) and as such, knowing results from activities, the urge to understand own's own 
experiences (Polanyi and Prosch, 1975) and therefore resides in people, harnessing their 
emotions and feelings. 
'Tacit forms of key competencies' are highly situated forms of knowledge (Nuthall, 2000) 
and are closely linked to the situation in which the capacity was developed; this can be 
understood as 'tacit' knowing - where people know more than they can tell and can 
perform but not explain how to do so. As such, 'tacit' knowing has a central place in the 
situational, contextual and procedural knowledge(s) of parents and carers. Unravelling this 
knowledge is complex and requires careful examination, recognising that there are intimate 
connections among people and (critical) events. 
This study suggests that one way of looking at the 'tacit' dimension of learning and of 'tacit 
forms of key competencies' development is to examine them through the eyes of the 
research participants describing their routines, emotions and feelings. Experiences are the 
basis for knowledge creation and the process of becoming knowledgable is and can be 
hurtful. Here, emotions and feelings seem to represent the best definition when examining 
the 'tacit' dimension of this informal learning experience while focussing on the individual; 
because emotions are inner private events (Parkinson, 1995) and capture the individual 
dimension of learning. 
Generally, feelings or the emotional dimension of teaching and learning have tended to be 
neglected and the main focus in much of the adult education literature is on the cognitive. 
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But learning is an emotional experience and the common view of the purpose of education 
remains dominated by the human capital perspective (see Van der Zee, 1996). Whereas my 
own experiences as a 'stay at home mum' and 'women returner' showed me that emotions, 
feelings, degrees of awareness, self-worth and confidence are important dimensions of 
informal learning and unpaid work at home, the management and educational literature 
seems to indicate that this has received comparatively scarse attention. The dominant 
educational trend still concentrates on the cognitive development, whereas the social, 
moral, emotional and physical dimensions are regarded by western culture as more or less 
peripheral to education and learning (Van der Zee, 1996). 
Findings of this study show that negative emotions about learning mirror the low value 
afforded to informal learning, unpaid work and when the negative feelings become too 
strong, they cover the awareness about what one has achieved, the skills and competencies 
developed. In this study, the research participants do not see themselves as real, 
competent learners, they feel low in confidence and show a negative self-worth - they 
think, they are different and outside the normal reality of working people or people in 
education - and this evokes metaphors of being 'merely a housewife', a 'chief, cook and 
bottlewasher' which illustrates their situation of being disconnected from the 'real' world. 
And, of not accepting the developed skills and competencies as 'proper skills'. 
It was the intensity of low self-worth and low confidence (anxiety) experienced by 
people/adult learners that brought me to research the feelings or emotions linked with the 
development of 'tacit knowledge' and 'tacit forms of key competencies' and finally, the 
process of returning to work for many adults. But, emotion does not seem to be well 
explored in the literature on teaching and learning. Whilst the traditional separation of 
cognition and emotion in learning is now seen as artificial, the rational world view seems to 
prevail. An acceptance of the importance of emotion may help us to understand the 
creation of 'tacit knowledge'. 
1.2 The Research Question 
This study seeks to answer the question: How do people experience the development of 
'tacit forms of key competencies' while being out of paid work? 
Especially parents, who stay at home, develop a wide range of (new) skills and 
competencies (see Fisher, 1999; George, 1999; Spence, 2000), which in many cases are 
highly similar to those needed in the workplace (Carnevale et at., 1990). Parents report such 
skills as -responsibility, self-esteem, sociability, self-management and integrity. These skills 
and competencies are generally unrealised, 'tacit' - thus, I speak of 'tacit forms of key 
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competencies' - undervalued by the individuals themselves and certainly by society and 
business. Consequently, people, especially mothers, wishing to return to work suffer a lack 
of confidence (Brown and Harris, 1978; Hirschfeld and Cross, 1982), which then affects their 
well-being (Andrews and Robinson, 1991) and the ability to be more determined in their 
lives. Moreover, many employers do not appreciate the competencies and skills which have 
been gained whilst looking after a family at home (Hammick and Acker, 1998). This instance 
is illustrated in a working hypothesis which is explained in more detail on page 8. 
In this study a specific significant example is the situation of mothers who are (or were) in 
the process of returning to work. These women represent a significant sample as they are 
seen by employers as 'unqualified', or 'out of touch with the labour market', and quite 
often feel themselves the same as "not prepared", "not ready" or qualified to return to 
work (see Muller et at., 1993). Despite this, in most cases they have organised, managed and 
administered the unpredictability of a complex everyday life of a family. In general, they do 
not recognise their developed skills and do not rate them as 'very important' or of benefit 
for their life course (Oakley, 1974,1976) and actions in life. It can be stated that 
unemployed people and mothers, who stay at home, do not hold favourable views of their 
abilities and skills (Morris, 1990). Although they 'know' what they achieve each day at 
home, they tack the ability to realise the importance and relevance of it. This unawareness 
and ignorance of the developed skills results quite often in a bitter feeling and a 
demonstration of low self-esteem and a lack of confidence. This situation is analysed in the 
study with the aid of a developed model, the 'triangle of conflict and contradiction'. 
In essence, this study's aim is to reach for the meaning which the phenomenon, in this case 
developing 'tacit forms of key competencies', has for the research participants - how do 
they experience this `phase' and learning situation in their lives? 
1.3 The Background to the Research Question 
Whereas 'tacit knowledge' is well researched and recognised in human resource 
development (HRD) and knowledge management (KM) (Nonaka and Takeuchi, 1995; Lam, 
1998) as a potential for and as a source of competitive advantage (Senge, 1990; Cohen, 
1998), the 'tacit knowledge' which is acquired in non-formal learning, life and work 
situations, outside education and training, the formal qualification system and labour 
market context, is still hardly recognised, even undervalued by employers, trainers and the 
individual. In most cases, the individual is the 'last' person to realise and recognise his or 
her developed 'tacit knowledge' and the potential of 'tacit knowledge' in terms of 
renumeration and value in the labour market. 
Thus, this study aims to illuminate the question of 'What does it mean for people to develop 
'tacit forms of key competencies' while being 'out of paid work' and out of the labour 
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market, either by choice, due to becoming a mother, parent or carer or unintentionally due 
to 'losing a job', by being made redundant? To leave or step out of the 'world of work' is a 
significant experience in itself. What does this exchange of the 'status world' of the labour 
market, where competencies and knowledge are recognised, valued and financially 
rewarded for the 'low status' world of home (Oakely, 1976) mean for the individual? This 
change to a situation of very emotional experiences where "suddenly everything that is 
learned is 'nothing worth' anymore" and "you don't get paid for it" creates the interest in 
'How do people experience this 'swap' or exchange of worlds? ' 
The study links the development of 'tacit forms of key competencies' to an individuals' 
degree of awareness, self-perception and confidence in forming the assumption that (tacit) 
learning, which includes actions, goals, motivation, emotions and feelings of individuals, is 
influenced by life experience, circumstances and critical or important incidents happening 
during this time. 
Each individual is exposed to multiple contexts and experiences in life, undergoing an 
interaction between a living being and his or her environment which forms (tacit) knowledge 
(Dewey, 1929,1966). These experiences shape the individual and determine his or her path 
in life. Hence, the individual will develop, mainly unconsciously, a wide range of skills, 
competencies and 'tacit forms of key competencies' in order to adapt to and cope with new 
challenges and circumstances. In this study, such a specific experience is to become 
unemployed or to become a parent. 
At the beginning of this research, this situation was mirrored in a study from the USA, which 
was titled "What Is Mum Worth? " (Edelman, 1999). According to the study, a mother should 
earn £317,000 a year because the 'job' of a mother encompassed 17 different occupations, 
including chef, childminder, nurse, teacher, maid, and housekeeper. This interest in 
mothers' hybrid ways of negotiating through their everyday lives and the recognition of the 
development of skills and competencies was furthermore expressed in an advert on the 
noticeboard in my daughter's school which was advertising for jobs at 'COMET', a store for 
home appliances and electricals, reading: If you can manage a household - we can use your 
skills". 
These incidents reflect a rising economical interest in skills, competencies and productivity 
of women returning to work, and they highlight the need or demand of certain skills and 
competencies, the so called 'skills shortages' (Payne, 1991), in the labour market. Such 
competencies and skills, which are quite often labelled as 'female skills' (Teichler, 1998; 
Strebler et at., 1995), are required in part-time jobs in the retail-, caring-, and service 
sector industries; often have low market value (Steinberg, 1990) and are sought after 
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especially in the south-east of England. In this respect, skills, competencies and knowledge 
are more and more regarded as 'human capital' (Farrell et at., 2004; Salamon, 1991) or 
'human resource' which can be translated into productivity (Drucker, 1993; Mansell and 
When, 1998). 
Simultaneously, a strong interest in 'tacit knowledge' (re)awoke and became apparent in 
the field of KM and HRD, as human competences and 'tacit knowledge' were regarded as an 
advantage and a resource as 'human capital' for companies and industries. Here, the 
emphasis was mainly on how to assess and 'measure' 'tacit knowledge' in terms of job 
success and performance in management (e. g. Ambrosini and Bowman, 2001; Sternberg and 
Wagner, 1986). In the field of education and social science interest in implicit learning, 
informal learning and lifelong learning was expressed in an increasing number of studies 
(e. g. Eraut, 1999; Coffield, 2000). 
This study now is now concerned with the individual; and the question of 'What does the 
development of implicit knowledge and a whole range of personal (intransitive) 'tacit forms 
of key competencies' in informal learning situations mean for the individual - in terms of 
confidence building, awareness, outlook on life, hopes, fears and emotions ? How do people 
see themselves and their world ? 
1.4 What Knowledge and which Skills 'count' in Today's Society ? 
There has been a growing recognition of the importance of a skilled workforce and of 
different types of knowledge as a basis for (global) economic competitiveness, embracing 
the idea of 'The Learning Age' (DfEE, 1998). Human skills are increasingly seen as a key 
element in forming and shaping the economy and society. Knowledge is assumed to be the 
real driving force of our era (Attwell and Brown, 2000). 'Lifelong learning', has become a 
major target and goal for education and training; because people need to develop new 
knowledge and skills. 'Skills for all' is an articulated demand of the National Skills Tasks 
Force (2000). 
In general, the 'observed' transition from an 'industrial society' to an 'information society', 
a global economic competition, new organisational concepts and strategies for human 
resource development and the trend towards a 'knowledge society' (Mansell and When, 
1998), have led to 'lifelong learning' becoming increasingly important around the world 
(Geissler, 1996; Wehner et at., 1996). These changes indicate a need for people to 
understand what is essential for them in order to be able to deal with changes in their lives. 
People need to learn 'lifelong', to achieve a sense of citizenship and thus to develop wider 
skills, competencies and knowledge (Evans, 1998). Furthermore, changes in working life, 
e. g. new product and process technologies, the increasing use of new information and 
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communication technologies and changing management philosophies, such as lean 
production (Womack et at., 1990) have put a strong focus and demand on the qualification 
process of and the occupational competence of the work force (Garrick, 1998). These 
changes have altered the competencies required in the workplace and in working life. The 
ongoing debate is on the need for people (in their working lives) to be prepared for changes 
and continuous change (Kessels and Keursten, 2002), to be flexible and mobile (Kirpal, 2004) 
and on upgrading occupational skills (Baumgartner, 2001). All of the research participants in 
this study were or had been enrolled on 'return-to-work' courses, which are described in 
Appendix A. 
1.5 The Importance of Informal Learning and 'Tacit' Knowledge 
Mansell and When (1998) state that "the current phase of economic development is one in 
which knowledge and learning are more important than in any other historical period" (p. 
51). And, as a consequence, there has not only been an increased interest HRD, but also in 
work-based education and training, work process knowledge and implicit and informal 
learning (Garrick, 1998). Together with the debate on the delivery of key skills and key 
competences, a strong academic interest has been awoken and focuses on the 
transferability of skills, knowledge creation and other -so far neglected- forms of 
knowledge, such as, work-related knowledge, work process knowledge, implicit knowledge 
(Boreham, 2002) and 'tacit knowledge'. A rapidly growing body of research has focused on 
implicit, 'tacit', i. e., non-conscious and informal learning within the last years (Eraut, 2000; 
Coffield, 2000) where different kinds of theoretical and empirical approaches are discussed 
[e. g. HRD, competence development in firms and companies (Nonaka and Takeuchi, (1995)]. 
Meanwhile 'tacit knowledge' is claimed to be - in the current 'learning economy' (Lundvall 
and Johnson, 1994; Lundvall, 2001) - as important, or even more important, than formal, 
codified, structured and explicit knowledge" (Mansell and When, 1998, p. 51). The idea that 
'tacit knowledge' is valuable suggests that 'tacit knowledge' is an important phenomenon to 
study, which is waiting to be empirically researched. "There is a need to know much more 
empirically about the nature of 'tacit knowledge' for it to become a theoretically coherent 
and convincing ... construct" (Jensen, 1993, p. 
9). 
1.6 Relevance of the Research on 'Tacit Forms of Key Competencies' for Today 
The theme of 'tacit knowledge' seemed both topical in these post-modern times and 
representative of what international, (vocational), educational research 'tapped into'; an 
area of research which grew more and more and developed since the start of the study. 
Still, there are no studies which specifically address the development of 'tacit forms of key 
competencies' and 'tacit knowledge' necessary for the success in 'running' a family 
household and returning to work. Additionally, the single-sided debate on upgrading 
occupational skill requirements (Marshall and Tucker, 1992) has neglected any 'tacit' forms 
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of knowing found in actions, learning and other different ways of knowledge or competence 
acquisition outside formal education. All too often it is forgotten that 'life' itself challenges 
and 'prepares' people to adapt to changes, to deal with new situations, and to be flexible in 
dealing with circumstances. The gaining of (life-) experience, the development of life skills 
and becoming knowledgeable are all attributes which life offers, "to learn from life itself" 
(Dewey, 1966, p. 51), after going through its school. It has almost been forgotten that old 
people used to be respected because of their wisdom, experience and the sophistication 
they gained from living their lives. In a time where lifelong learning is being promoted, a 
greater recognition and value needs to be given to the huge variety of 'tacit', implicit and 
informal learning that is conducted in informal learning situations, e. g everyday activities. 
'Tacit knowledge', implicit knowledge and informal learning play a crucial role in the 
creation of skills and competencies and in the personal development of an individual, who is 
organising the running of the family household during a period of unemployment, or while 
being out of 'paid work'. In a time, where self-directed learning (Knowles, 1975; Arnold and 
Pätzold, 2003), social learning (Wenger, 2000), the shaping of life and work environments 
(Heidegger, 1997) and adaption to change in life and work environments has become more 
and more important, it is about time for men and women, mothers and fathers, to discover 
their potential and their knowledge. Especially, because the competencies that parents 
have developed might embrace flexibility, multi-tasking, selling, and advertising and 
managing, which are all highly relevant to the world of work and self-development. 
Furthermore, it is about time for the outside world and the labour market to recognise and 
acknowledge this potential and knowledge pool that individuals possess. And, in a second 
step, to support individuals to find ways to retain and transfer their 'tacit knowledge' and 
competence beyond the horizon of household and family-bound tasks. In this respect, this 
study aims at encouraging individuals to recognise and to make better use of their 
knowledge. 
1.7 Refining the Overall Research Question 
The general purpose of this study is to identify 'tacit forms of key competencies' and 'tacit 
knowledge' that women, especially mothers, and men develop while being out of paid work, 
when looking after the family household and children. And, at the same time, to analyse the 
degree of awareness, recognition and appreciation of these 'tacit forms of key 
competencies' among the research participants. The aim of the study then becomes two- 
fold. One aim is to identify and analyse the developed 'tacit forms of key competencies' 
and the other aim is to understand and describe the 'tacit dimension' of this learning 
experience (Young, 1998). In short, the study aims at providing a deeper understanding of 
how individuals experience this phenomenon of developing 'tacit forms of key 
competencies'. The purpose of identifying men's and women's developed 'tacit knowledge' 
and exploring this experience of the development (as captured in the research question 
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central to the study) leads to a differentiation into research sub-questions. Such questions 
as 'What does it mean for the individual to develop 'tacit forms of key competencies' while 
running the family household and raising children at a particular time in their lives? What is 
meant by 'tacit knowledge' and 'tacit forms of key competencies'? How do individuals 
acquire 'tacit forms of key competencies'? To what extent are people, especially mothers, 
aware of their developed 'tacit forms of key competencies? How do they 'see', 'rate' and 
'value' their capabilities? And finally, 'Which role does social status play in terms of 
people's awareness? This last aspect of the experience requires a detailed formulation of a 
working hypothesis which is explained in the next section. 
1.8 The Working Hypothesis 
The research question embodies a working hypothesis which states that people very often 
possess 'tacit forms of key competencies' acquired in a non-formal way, which they are not 
aware of (proposal, TACITKEY project) and is reflected in the study's title: 'Competent and 
Unaware of it'. This situation influences people's self-assurance and confidence in a 
negative way because people do not recognise what they have learned and achieved in this 
period of their lives. A situation often described as 'Catch 22' where "lack of self- 
confidence is ... an obstacle to letting the knowledge one possesses come to expression" 
(Molander, 1992, p. 22). 
On an elaborated and refined level, this working hypothesis widens and comprises that 
people's degrees of awareness, then depends on the level of education and social class of 
those concerned (Klerman et at., 1992; Klerman and Leibowitz, 1994; Filipezak, 1994). 
Where people with low school leaving certificates and lower social status are not as aware 
of their achievements as people with a 'better' social background, who received a higher 
level of education are (Behrman and Nevzer, 1997; Turner and Wheaton, 1995; Turner and 
Lloyd, 1995; Jacobs, 1997). In consequence, people feel 'bad', depressed, insecure and low 
in confidence (Brown and Harris, 1978; Hirschfeld and Cross, 1982). 
To be a part of the workforce and in paid employment is desired by most (Elliot, 1996), an 
effect which affects those with a lower level of education very strongly, including the 
research participants of this study. Employment and paid labour are still conceived of as the 
pre-eminent way towards self-development and social integration (Hirsh et at., 1992; 
Stroobants and Wildemeersch, 2001). This, then influences people's outlook on and way of 
life; especially women's, as they quite often express a negative self-worth and image, 
(measuring themselves against their money earning husbands) and who do not feel 
'prepared' and confident enough to go back to work (Coyle, 1984). Still, the same can be 
said for (male) unemployed people who were in the process of being made redundant 
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(Morris, 1990). Thus, a detailed analysis of the social status of the research participants 
becomes necessary and is included in this study (see chapter 6). 
In forming a working hypothesis the field is approached in an exploratory way and in 
relation to this working hypothesis the detailed objectives of this study are: 
0 To identify 'tacit skills and forms of key competencies' women and men develop while 
managing their own lives or the family household and children; 
0 To conceptualise aspects of the 'tacit dimension' of the experience of developing 'tacit 
forms of key competencies' while running a family household; 
0 To assess the degree of awareness, appreciation and recognition of the developed 'tacit 
forms of key competencies and skills'; 
0 To identify the amount of self-assurance and confidence people draw from them; 
" To relate the research participants' awareness to their educational background and 
social status in life. 
The discussion beforehand describes the scope and areas of focus of this study. Once the 
aim of the study is established it becomes necessary to set specific, manageable boundaries 
to undertake a successful research project. Identified above are the five objectives which I 
considered appropriate and realistic to achieve. Still, the scope of this research needs to be 
discussed, furthermore, in terms of the approach used including the selection of the 
research participants which seemed likely to provide the most useful data: 
1. This study focuses on examining perceptions of the development of 'tacit forms of key 
competencies'. It focusses on the part they play in terms of influencing self-esteem, 
confidence, opinions and values and the process of taking up or choosing a job or career 
for the individual. In-depth, semi-structured biographical interviews with 25 women and 
8 men from diverse backgrounds probing how they thought about their development of 
'tacit knowledge' and skills, their achievements, themselves etc. were conducted. 
2. All 33 research participants selected for this study came from Surrey and were or had 
been enrolled on a 'return-to-work course'. Five different return-to-work courses in two 
different colleges in Surrey were chosen. This was deemed to provide the possibility of a 
range of different opinions that could be analysed in the data analysis. 
3. Two main criteria for the choice of the target groups were set out: a) the inclusion of 
mothers and b) the inclusion of people who had low or no school certificates and who 
had not spent a long period of time in the educational system. Consequently, they were 
key people with significant experience, relating to the working hypothesis and focus of 
this study. 
These choices allow a manageable research project. 
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1.9 The Structure of the Thesis 
The following chapters discuss the key concepts and main focus of this research that issue 
from the established overview of this chapter. The following is a brief introduction to their 
content: 
Chapter 2 The establishment of the research context and the construction of the 
conceptual framework, including the key concepts, of the study. 
Chapter 3 A review of relevant literature related to key concepts of the study, as an 
exploration of, debate on and definition finding process of the key 
concepts. 
Chapter 4 A detailed discussion of research design and justification for chosen 
methodology. This chapter also sets out the research method chosen for 
data collection. 
Chapter 5 It provides the framework for data analysis 
Chapter 6 A detailed analysis and description of the general characteristics of the 
research participants who participated in the empirical research and a 
classification into two target groups ('returned to work' /'on course'). 
Chapter 7 A comprehensive descriptive account of the main findings from the 
perspectives of the research participants 'on course'. An analysis of the 
research participants' understandings and perceptions. 
Chapter 8 A comprehensive descriptive account of the main findings from the 
perspectives of the research participants 'returned-to-work'. An analysis of 
the research participants' understandings and perceptions. 
Chapter 9 Discussion and summary of the main emergent key findings presented in the 
chapters 7 and 8. 
Chapter 10 Conclusions, implications, drawing on the research findings including 
reflections on the research; question and methods used to study the topic. 
1.10 Summary 
This chapter represents the introduction to the research topic and a justification for the 
study. It includes the background to the research question and outlines the overall purpose 
and objectives of the research. This thesis represents a vehicle to capture an understanding 
of the development of 'tacit knowledge' and 'tacit forms of key competencies'; and having 
established the main focus and purpose of the study, this chapter leads to the 
establishment of the research context and the construction of the conceptual framework of 
the study in the next chapter (see chapter 2). 
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CHAPTER 2: RESEARCH CONTEXT AND CONCEPTUAL FRAMEWORK 
2.0 Introduction 
Once the research question and working hypothesis had been identified as discussed in the 
previous chapter, it seemed helpful to establish the broader and the specific research 
context of the study, and as such "to set the boundaries" (Sandelowski et at., 1989, p. 79) 
for the research. 
This chapter consists of two parts. Firstly, it examines the research context and background 
in which the study is located, and secondly, it addresses the conceptual framework and key 
concepts of the study, for 'good' research follows a framework developed from prior theory 
and research, or from thought and rational deduction which serves to clarify the problem 
and helps to determine the best approach to its solution (Anderson, 1998). The 
development of this conceptual framework is part of the process of planning and clarifying 
the research problem and conducting the analysis; as it sets out the key factors and the 
presumed relationships among them (Miles and Huberman, 1994). This is illustrated in a 
Venn diagram, see figure 2.1, on page 14. 
In this study, the conceptual framework represents a model which allows the researcher to 
explore the relationship among the key factors in a logical fashion. It determines questions 
by formulating constituent sub-questions and defines the overall concept being 
investigated. The research problem and the adjoining central research questions of 'How do 
individuals experience the development of 'tacit forms of key competencies' and 'What 
does it mean for the individual to develop 'tacit forms of key competencies' provide the 
basis of the conceptual framework. They are set in a specific research context which is 
explained next. 
2.1 The Research Context 
This study is situated within the macro-level of the 'TACITKEY' project (1998-2001) which 
provided the broad research context and the basis and springboard for this specific 
research. This study is set furthermore in the context of vocational education and training 
(VET), of continuing vocational education and training (CVT), of 'lifelong learning' and 
'informal learning' (Garrick, 1998). These dimensions of the research context are explained 
in more detail in the following sections. 
2.1.1 Vocational - and Continuing Vocational Education and Training (VET/CVT) 
The study is located within the field of VET, more specifically within the field of CVT and 
HRD which facilitate and support the vocational learning of adults. This field brings 
together academic contributions from a wide number of different traditions including 
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vocational pedagogy, industrial sociology, human resource development, educational 
theory, psychology of learning and related fields (Attwell et at., 1997). From this context, 
concepts, arguments and debates on domains of knowledge, competence and skills 
development are extracted in an attempt to address the issue of developing 'tacit forms of 
key competencies' and the development of 'tacit knowledge' for the purpose of this study. 
With regard to VET, the importance of 'tacit knowledge' has only been valued in a rather 
superficial way, in the past (Brown and Attwell, 1998). To a great part this is subsumed 
under the heading of 'skills' which are more connected to sensomotoric skills like drilling, 
welding and using tools in the work process without being aware of using them (Lammont, 
1998). Meanwhile, in the context and discussion of 'work-process-knowledge', this 
approach has been applied to skilled workers facing rather demanding tasks, e. g. in the 
maintenance of complex machinery in the production process (Fischer and Röben, 2002). 
Still, the importance of 'tacit knowledge' in seemingly 'simple' tasks, like running a 
household or doing a 'good' job as a childminder, has not been acknowledged. 
2.2 The Background to the Stud 
My work on the 'TACITKEY' project initiated the desire for gaining a deeper insight into 
aspects of and a more holistic exploration of the experiences of the individuals on the 
micro-level of a thesis. An overarching intention of this study is to build on the work I 
undertook for the 'TACITKEY' research project. 
The focus of the 'TACITKEY' research project was directed at improving employment 
opportunities for unemployed people by enabling them to make use of 'new', so far 
unknown, skills in a particular sense. The main assumption was that 'implicit' or 'tacit 
forms of key competencies' could be beneficial for the successful re-entry into new 
occupational fields of the labour market, stressing occupational mobility. Another 
assumption was that reliance on those skills could help to create opportunities for self- 
employment. Moreover, it was analysed in which way CVT curricula refer to 'tacit' 
competences and if motivating people to rely on their 'tacit' or implicit skills was 
considered an important aspect of continuing vocational education and training (CVT). On 
this background, the 'TACITKEY' project aimed at establishing models of good practice of 
CVT courses that include awareness about their students' 'tacit knowledge'. 
2.3 My Motivation for the Research 
While working on the 'TACITKEY' project, I felt that I could relate to the research 
participants and the research topic because I had been in a similar situation. I had also 
experienced a time out of the labour market due to raising a child and then becoming the 
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main carer of the household and family myself. This experience as a single mother 
contributed to my desire to understand the experiences of other parents in this situation. 
Whereas the 'TACITKEY' project concentrated on analysing in what respect raising 
awareness about (the importance of) 'tacit forms of key competencies' would enhance 
employment opportunities for unemployed people, in terms of enabling them to find work 
in areas which so far had been inaccessible to them -I was interested in finding out more 
about how people felt about the period in their life when they were unemployed, still 
undertaking hard, unpaid work and developing a range of competencies albeit being 
unrecognised. 
In my view, the issue of What people went through in this period of their life was not 
thoroughly addressed by the focus of the 'TACITKEY' project because the focus did not 
sufficiently regard and include the individual. This initiated the desire for gaining a deeper 
insight in aspects of and more holistic exploration of the experiences of the individuals on 
the micro-level of a thesis. I aimed at understanding this experience of 'tacit' and 
'implicit' learning and knowledge development in day-to-day life situations. What does it 
mean for an individual to develop 'tacit forms of key competencies'? How did people feel, 
how was the development and 'change' experienced? And, how did people see and value 
themselves and feet about their situation? These were questions I wanted to explore. 
Alongside this concern was the desire to identify and analyse the development of 'tacit 
forms of key competencies'. 
My concern for the individual then drew the research focus from the relevance of 'tacit 
knowledge' for bettering employment opportunities, to the development process of 'tacit 
forms of key competencies', as a 'lived experience' of the individual. Thus, the overall aim 
of my study became to study in-depth, the significance and implication of an individual's 
situation of developing 'tacit forms of key competencies'. 
2.4 The Key Concepts in this Study 
A Venn diagram (see figure 2.1) represents the key concepts and the central supposition of 
this study (as explained in chapter 1). It captures the working hypothesis which states that 
people possess key competencies and knowledge, developed through informal learning 
situations and work experiences which they are not aware of and which they cannot 
explicitly name. This knowledge is referred to as 'tacit knowledge' (Polanyi, 1966), 'tacit' 
skills and competencies which develop over time (Leonard-Barton, 1992) and are acquired 
through experience (Ravetz, 1971). 
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Context: 
VET/CVT 
Figure 2.1: The Venn Diagram 
Key to the Venn diagram: 
1= The 'Lived Experience' - Analysis 
2= 'Tacit knowledge' women and men develop while running the family household. 
3= Key competencies women and men develop. 
4= 'Tacit forms of key competencies' women and men develop. 
The focus of this study is on the experience of the 'tacit' development of key competencies 
as the central research concept. From this central research concept three main concepts 
were extracted, the concept of 'tacit knowledge', incorporating implicit and informal 
knowledge. The concept of 'key competencies' and 'key qualifications', and finally the 
concept of the 'individual' or learner in his or her manifold learning situations while 
running the family household. These three inter-linked and interrelated concepts form the 
conceptual framework and represent in combination the phenomenon of the development 
of 'tacit forms of key competencies' with the 'lived experience' (Van Manen, 1990) at its 
core; while dealing with complex, meaningful problems in a variety of contexts (Berryman, 
1989; Lave and Wenger, 1991). 
The Venn diagram shows the interrelation of the concepts and an overlapping of areas. The 
'core' area of intersection represents the 'focus' of the study as the human experience of 
the development of 'tacit forms of key competencies' and the central research concept 
being a synthesis of all other concepts. The concepts are explained in more detail in the 
next sections. 
2.4.1 The Concept of 'The Individual' 
This study values and focuses on the individual as an active individual, an adult learner, 
developing 'tacit knowledge' and 'tacit forms of key competencies' in informal learning 
situations. These learning situations are not recognised and acknowledged by the 
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individual. The individuals furthermore experience an 'interrupted occupational biography' 
and a 'learning career' (Bloomer and Hodkinson, 2002), thus the study draws attention not 
to education or training, but to learning, which is undertaken by individuals (Field, 2000). 
In this study, the individual provides the most appropriate locus of experience and analysis 
from which the connection between the (experience of the) development of 'tacit forms of 
key competencies' and the situation of being 'out of paid work' and responsible for the 
family household can be unravelled. The research participant is an adult learner, who 
embraces a specific and complex context (Usher et at., 1997). This context relates to the 
position in society this individual has; age and gender play an important role, and because 
the participants are most of the time settled in different circumstances, their social status 
(e. g. education, marital status, economic or financial family situation and number of 
children) does too. In other words, the experience of developing 'tacit forms of key 
competencies' is inscribed in the biography of the research participants (Miller, 2000). With 
this understanding, the focus of this study needs to include a biographical element, a 
perspective and methodological approach which locates the development of 'tacit 
knowledge' into the experience and life course of the individual as reasoned for in chapter 
4. It furthermore needs to include a detailed analysis of the demographic details and social 
status of the sample group (research participants) as undertaken in chapter 6. 
2.4.2 The Concept of 'Tacit Knowledge' 
With respect to the term 'tacit knowledge', Polanyi's (1966) definition was utilized. Much 
of the knowledge the research participants use to manage their lives and family households 
(as inscribed in the working hypothesis, see chapter 1), is acquired in a 'tacit' way, 
implicitly, without intention to learn or awareness of having learned (Eraut, 2000). Polanyi 
describes this as "we can know more than we can tell" (p. 136) which means that there is a 
level of knowledge which cannot always be put into words. Thus, when using the phrase 
'tacit knowledge', I refer to something that cannot be easily articulated, something that 
exists in people's minds and hands and manifests itself through their actions. Here, skills, 
know-how and competences are seen embedded in the individual, because they are able to 
act coherently in a particular situation in order to achieve and accomplish a certain task 
without being aware of it. Here, "the aim of a skilful performance is achieved by the 
observation of a set of rules which are not known as such by the person following them" 
(Polanyi, 1962, p. 49). Much of this knowledge is acquired through watching what other 
people do and by trial and error. People speak of learning "by doing" or by "trial and error" 
and of "intuition" or "instinct" in this study. Educationalists, sociologists and psychologists 
refer to this learning without intention or awareness as 'implicit learning' or 'informal 
learning' and refer to the knowledge that results from this learning as 'tacit knowledge'. 
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'Tacit knowledge' is personal knowledge (Sternberg, 1994), defined as 'know-how' iKogut 
and Zander, 1992) or expertise (Achtenhagen, 1992) and is 'taken for granted' (Nelson and 
Winter, 1982). Therefore, one important aspect in the attempt to portray the development 
of 'tacit forms of key competencies' in this study is to look at experienced-based, implicit 
or 'tacit' knowledge in contrast to theoretical, explicit knowledge, often called 'know- 
that'. This aspect provides the starting point for and is investigated in detail in the 
literature review. The literature review (see chapter 3) will furthermore show that interest 
in and discussions of 'tacit knowledge' stem from at least three different contexts and 
perspectives, such as: 
" An epistemological perspective (Polanyi and Ryle), 
" Questions related to HRD and KM, and 
" Questions related to learning theories, eg. work-based and informal learning. 
Within these three dimensions the concept of 'tacit knowledge' is discussed in this study. 
2.4.3 The Concept of 'Key Competencies' 
The concept of 'key competencies' is also rooted in these dimensions and is based on the 
concept and term of 'Schlüsselkompetenzen' ('key competences') which was first used by 
Mertens (1974). 'Key competences' are associated with the need to broaden and deepen 
the understanding of the concept of skills, competences and qualifications and also the 
self-understanding of vocational education and training in Germany. 
'Key competencies' are considered to be holistic, complex and integrated; a combination 
of skills, knowledge, attitudes and values which can be acquired formally, informally and 
(non-)intentionally across many life contexts and situations. This understanding is a main 
result of the literature review and evoked the development of a five-dimensioned model, 
the 'starfish-model' (see chapter 3, part 2) as a generic approach on competencies. This 
model includes the importance for the individual and pays greater attention to practical, 
experience based and implicit competences than other existing models. 
Still, as the literature review reveals, concepts of competence and qualification are often 
poorly defined in the literature (Ellström, 1997) and a general consensus seems to be 
lacking concerning the meaning of these concepts. Key competencies, for example, have 
different meanings. Whereas in the UK competence is seen as the ability to perform a 
series of pre-defined external tasks to a given standard, in Germany competence is an 
internal quality of the individual relating to both their knowledge and skills but also to their 
(occupational) identity (Attwelt, 1997). 
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According to one view, competence is considered as an attribute of the individual, a kind of 
human capital or human resource that can be translated into productivity. From another 
perspective, competence is defined in terms of skill requirements of certain work tasks 
related to a certain job. Ellström (1994) refers to the term competence as capacities and 
Eraut (1993) and Evans (1998) speak of 'capabilities' as they emphasise that individuals 
have a capacity to act and reflect upon the (work) environment, thereby shaping it 
(Heidegger, 1997). These concepts and different understandings are analysed in-depth in 
the literature review in the next chapter. 
2.5 Interplay between the Conceptual Framework and the Literature Review 
Outlining the conceptual framework in this chapter contributed to clarifying the key 
concepts and areas of interest which stem from the central research concept of the study. 
The key concepts were investigated in the literature review and outlining and defining 
them had an impact on the research process as reviewing the literature opened up further, 
overlapping aspects which initiated a constant interplay between the conceptual 
framework and the defined areas of interest. This interplay was very useful as it allowed 
the research process and myself to progress and evolve. And, most importantly, it provided 
a 'safety-net', where I could return to the original research problem and question, and to 
the focus of the study. 
As such, the interplay strengthened the scope and focus of the literature review. First, it 
fostered the identification of previous research on 'tacit knowledge'. Second, it helped to 
develop a more concise and inclusive working definition, understanding and model of the 
concept of 'tacit forms of key competencies' which is explained in the following. Because 
this study talks about knowledge, competence and skills development in a more holistic and 
inclusive way, it became apparent that the general field of literature left a gap in this 
respect. Consequently -for the purpose of the study- a broader and more inclusive model of 
competencies had to be developed. Merten's (1974) concept of 'Schlüsselkompetenzen' 
provided the basis for the development of a more inclusive model of competencies, the 
'starfish model' (as reasoned for in chapter 3, part 2). This model was developed as a basis 
for heuristic investigation of the research participants' biographical experiences (Evans, 
2001). In an overall attempt to render possible the exploration, description and analysis of 
people's experience of developing 'tacit forms of key competencies' and as a means to 
identify the developed 'tacit forms of key competencies'. 
2.6 Previous Research on 'Tacit Knowledge' 
Previous research has predominantly looked at knowledge as an issue, or part of the 
process of knowledge creation and knowledge management in work organisations (Nonaka 
and Takeuchi, 1995; Davenport and Prusak, 1998) etc. The literature review (see chapter 3) 
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reveals that the Anglo-American debate about 'tacit knowledge' has focused much 
attention on the importance of 'tacit knowledge' for sustaining companies' competitiveness 
(Steward, 1997; Lam, 2000) with regard to 'knowledge management' and 'organisational 
learning' (Vera and Crossan, 2004; Senker, 1993). There is a significant body of 
ethnographic research on the development of 'know-how' on the job (Kusterer, 1978; 
Harper, 1987). Here, 'tacit knowledge' is widely acknowledged to be an important 
component of technological innovation (Senker, 1995; McLean, 2005). This recent interest 
of HRD in 'tacit knowledge' is clearly economically driven; and a large part of research 
concerns ways to unblock the 'hidden potential' or 'tacit knowledge' of individuals in direct 
relation to HRD and Human Capital Theory (Drucker, 1993; Jones and Macpherson, 2006). 
Overall, there are very few attempts to empirically research 'tacit knowledge' and skills 
(Wagner and Sternberg 1987; Lam, 1998; Nestor-Baker, 1999) which most of the time 
intend to measure (the increase of) 'tacit knowledge', mainly concerning measurable job 
performance and management (Schön, 1983; Wagner and Sternberg, 1987; Nonaka and 
Takeuchi, 1995; Sternberg, 1999). Outside the organisational context a more mature body 
on 'tacit knowledge' for instance, the fields of knowledge acquisition and learning 
(Lundvall and Borras, 1997), individual cognition and education (see Reber, 1993) was 
identified which was useful for the analytical work of this study. In the field of education 
and social science interest in 'tacit knowledge', implicit learning and informal learning was 
expressed in an increasing number of studies (e. g. Eraut, 1995,1997; Lam, 2000). 
The review of the literature and the interplay with the conceptual framework made clear 
that such acknowledgement and recognition rarely address the level of the individual and 
leaves out the personal, emotional and challenging implication for the learner. Questions 
such as 'Why is 'tacit knowledge' important and significant for the individual? ' and 'What 
does it mean for the individual to acquire 'tacit forms of key competencies' were neither 
addressed in the field of literature nor addressed in previous research. 
2.7 Next Necessary Steps of the Study 
The study's next steps included moving from the macro-level of the literature review and 
analysis to a micro-level of the study which helped to intensify the identification and 
location of 'tacit knowledge'. The micro-level then unrevelled the 'local' and 'deepened' 
nature and meaning of 'tacit knowledge' of individuals and their acquired 'tacit forms of 
key competencies'. 
Hence, this study then followed two broad objectives: (1) to break down the theoretical 
level of the concepts of 'tacit knowledge' to a conspicuous level. This meant to 
substantiate the meaning of 'tacit knowledge' and, for the purpose of the study, to 
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'create' an operational definition of 'tacit knowledge' and 'tacit forms of key 
competencies', as undertaken in the next chapter. And (2) to use the conceptual 
framework as a basis from which to identify 'tacit forms of key competencies' and to 
analyse how men and women acknowledge, recognise, build, maintain and make use of 
their 'tacit forms of key competencies' in the continuance of the study. 
2.8 The Need to Define Certain Terms for the Purpose of the Study 
Consequently, the study of people's experience of the development of 'tacit forms of key 
competencies' requires clarification and the formulation of preliminary working definitions 
of the terms drawn from the conceptual framework (at this point) before embarking on the 
literature review in the next chapter. This is undertaken next. 
The experience of the development of 'tacit forms of key competencies'. This encompasses 
the crucial experience of 'staying at home' of the individuals, out of 'paid work', looking 
after the children and the family household. Their role was to manage day-to-day life in 
general, with a huge range of responsibilities; ranging from shopping to financial matters, 
but also to organising family activities like outings, birthdays, silver weddings etc. Here, 
the experience is analysed in terms of competence development, awareness, confidence, 
emotions, feelings, values and opinions, accompaning the development of 'tacit forms of 
key competencies'. 
The term 'development' or 'developing' creates a picture representing the interpretations 
of the individuals. It includes the whole process of the 'implicit' learning situation of the 
individual. Emotions, hopes, beliefs, perceptions and values expressed and reflected upon 
by the research participants define this implicit or 'tacit' learning experience. 
The term household or family household describes the individual's family situation. The 
majority of research participants lived as a family with children and partner or spouse, 
some were single parents and a few were singles with no children. All research participants 
experienced the same situation as they had to manage and run their 'family life' day after 
day, with the difference in situation. 
The term 'tacit forms of key competencies' describes the 'tacit' dimension of the 
development of competencies, skills and knowledge of individuals, because people are not 
aware of their skills and competencies they possess. 
'Tacit forms of key competencies' are 
developed in a variety of situations; individuals work hard and are exposed to a variety of 
learning situations while raising children, managing the 
family household and their lives. 
But, the work and learning they undertake is unrecognised, not paid and 
has no status at 
all. The term furthermore indicates the existence of a 
learning situation of which the 
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research participants are not aware. In view of this, the competencies, skills and 
knowledge are defined and termed as 'tacit forms of key competencies' because pure 
'tacit knowledge' cannot be articulated and remains inexplicable and intangible (Polanyi, 
1966). In consequence, for the purpose of this study a pragmatic understanding of 'tacit 
knowledge and skills' is adopted, which needs to be specified by the empirical results. The 
working concept is therefore defined as: 'Tacit forms of key competencies' have been 
acquired in a (rather) non-formal way, should be understood as hidden personal abilities 
which indviduals are not immediately aware of, and relate to a developed starfish model' 
(see 'TACITKEY' project, first common report, 2000, p. 69). 
The term competencies is used rather than the term competences, because seeing 
competence just as knowledge and skills is too limiting. For the purpose of this study a 
broader and more inclusive model of competencies had to be developed. 
2.9 Summary 
The aim of this chapter has been to outline the conceptual framework that set the scene 
for the research and which has been used as a point of departure for the theoretical and 
empirical analyses of the study's key concepts, the concept of 'tacit forms of key 
competencies', including 'tacit knowledge' and key competencies. It has outlined the 
connection between the key concepts and provided the basis for the establishment and 
alignment of the main focus on the 'tacit' learning experience of the individual and the 
learner's conception of it. 
Outlining the conceptual framework has helped to clarify the focus and research context of 
this study and to examine and define areas of the key concepts. It furthermore situates the 
study into the discourses of these concepts, which are discussed in the next chapter, the 
literature review. This discussion is the next necessary step to undertake because there is 
considerable conceptual and terminological confusion concerning basic concepts like 
competence, skills, and 'tacit knowledge' as the literature review highlights. The process 
of the 'interplay between the conceptual framework and the literature review' (see page 
17) led to further development and theorisation of the generated conceptual framework. 
Drawing on the conceptual framework, the following questions are addressed and examined 
through the literature review in the next chapter: What is meant by 'tacit knowledge'? and 
What is meant by 'key competencies'? and how are these concepts discussed in this field of 
study? 
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CHAPTER 3: LITERATURE REVIEW - Part 1 
3.0 Introduction 
Research into the development of 'tacit knowledge' and 'key competenc(i)es' requires 
clarification of the key concepts and the terminology used in this study. Having 
established the research focus, questions and research aims in chapters 1 and 2, a search 
and assimilation of literature relevant to the questions of what kind of knowledge and 
what kind of learning are concerned in the development of 'tacit forms of key 
competencies' becomes necessary. 
This chapter offers a theoretical review of the literature from various disciplines in 
relation to the study's two key concepts of a) 'tacit knowledge', and b) 'key 
competencies'. The literature review highlights that knowledge has both explicit and 
'tacit' dimensions (Jensen, 2005; Nightingale, 2003; Polanyi, 1983) and shows that when 
communication of some of the 'tacit' dimensions is facilitated, then these become explicit 
and therefore tangible. In doing so, a framework for the identification and analysis of the 
developed 'tacit forms of key competencies' of adults is provided and a point of departure 
for research into 'tacit knowledge' is established, which reaches on a continuous basis into 
the methodology and analysis of the data, the experiences of the research participants. 
This chapter is presented in two parts. The first part explores the nature of 'tacit 
knowledge' by drawing on Polanyi (1958,1966) and reviews literature relating to the main 
theories and definitions of 'tacit knowledge' in the fields of philosophy and sociology, 
management and business, HRD and economics and education and training. An overview of 
the crossing of boundaries regarding the concept of 'tacit knowledge' and inter-related 
concepts and theories of knowledge development is provided in a mind map in figure 3.1. 
The second part consists of the review of the nature of and debate on key skills, skills, key 
competencies and qualifications within the context of (continuing) vocational education in 
the UK and Germany. The conducted search of the literature confirmed that pure 'tacit 
knowledge' is indescribable and cannot be articulated; this necessitated (in this chapter) 
a) the formulation of a working definition of the developed 'tacit' knowledges, 
competencies and skills, and b) the creation of a model encompassing an enhanced 
understanding of key competencies, incorporating the acquired 'tacit forms of key 
competencies'; because existing concepts were not satisfying enough and did not include 
people's personal situations, given the study's emphasis on (interrupted occupational) 
biographies (Evans et at., 2004) and 'learning careers' (Bloomer and Hodkinson, 2002, 
1997). These two measures contributed to rendering possible the explication and 
discussion of the 'tacit' learning experience. 
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3.1 The Process of Developing, 'Tacit Knowledge' 
The process of developing 'tacit knowledge' ties at the very heart of this study. It is based 
on the fulfillment of daily activities and routines (Scott, 2001) and involves an unconscious 
internalisation of learning (Manwaring and Wood, 1985). The research participants' 
development of 'tacit knowledge' is so personal and deeply familiar that when they are 
asked to describe how they know what to do, they often find it difficult to explain it in 
words (Ambrosini and Bowman, 2001; Eraut, 2000). Not being able to explain the 'tacit' 
learning experience is described by Polanyi (1962; 1966) as 'knowing more than we can 
tell' and Leonard and Sensiper (1998) confirm "we can often know more than we realize" 
(p. 114). The title of the study 'Competent and Unaware of It' captures this phenomenon 
by embracing the difficulty of being aware of and sharing what is familiar; because 'the 
better you know something, the less you are aware of knowing it' (Barer-Stein, 1989). 
A whole range of literature exists that delves into 'tacit knowledge' development where 
tacit learning and implicit learning are often used in the same contexts. 'Tacit' or implicit 
learning is seen as the acquisition of knowledge independently of conscious attempts to 
learn and in the absence of explicit knowledge about what was learned (Reber, 1995). It 
takes place almost spontaneously in response to recent, current or imminent situations 
without any time being specifically set aside for it (Eraut, 2000). 
A core assumption of these arguments is that 'tacit' learning is a fundamental, 'root' 
process, which is inextricably interwoven with experiences (Choo, 1998), and situational 
contexts (Orlikowski, 2002). It is associated with intuition and 'common sense' (Hegarty, 
2000) and integrated into routine behaviours and practices (Lazaric and Raybout, 2004). 
Such knowledge cannot be easily articulated or communicated (Eraut, 2000; Polanyi, 
1966). The remainder of this chapter addresses the main definitions of 'tacit knowledge' 
and the issues inherent in attempting to render this knowledge explicit and tangible. 
3.2 The Concept of 'Tacit Knowledge' 
.1C". IIIII .lI.. I1I 
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order to grasp the nature of 'tacit knowledge', Potanyi's (1966) concept is outlined next 
and will be related to contemporary concepts and theories of knowledge and learning. 
3.2.1 'The Tacit Dimension' (Michael Polanyi, 1966) 
Polanyi's (1966) theory is used as springboard for the examination of developing 'tacit forms 
of key competencies'. He refers to 'tacit knowledge' when stating "we know more than we 
can tell and we can know nothing without relying upon those things which we may not be 
able to tell" (Polanyi, 1966, p. 4). He argues that when we acquire skills and competencies, 
we acquire a corresponding understanding which cannot be articulated - therefore, all our 
knowledge rests in a 'tacit' dimension'. This explains how and why we can 'sense' that 
'something is wrong' and why we take things 'for granted'. An example are the intuitive, 
internalised (Berry, 1987), diagnostic competencies of medical professionals (Patel et at., 
1999) which show that 'tacit knowledge' is primarily seen through the actions of an 
individual rather than through specific explanations of what that individual knows. 
The significance of Polanyi's writing The Tacit Dimension (1966) lies in its articulated 
alternative to the prevailing objectivist epistemology which characterises scientific and 
philosophical thought (Chia, 2003; Lam, 2000). According to the objectivist view, authentic 
knowledge is acquired when the 'subjective', emotional, aesthetic, moral and religious 
elements in knowing are strictly and rigorously eliminated (Fenwick, 2003), because such 
elements taint or distort knowing and the derivative knowledge by introducing elements of 
ambiguity and commitment. In contrast to this view, Polanyi argues that there is an 
inescapable and essential personal element structuring all knowledge, whether the case be 
natural science or human science. Polanyi calls such knowledge 'personal' because this 
knowledge rests in a 'tacit' dimension and contains our passionate commitment to it. This 
highlights my research interest: what type of knowledge is created and how do people 
acquire this personal knowledge - these 'tacit' skills and competencies? In other words, this 
study is concerned with what Polanyi calls 'personal knowledge' and as such, with the 
committed process of developing 'tacit forms of key competencies'. 
26 
apprentice. Here, learning takes place by involvement in deep relationships rather than by 
formal teaching. Such 'tacit' learning is rooted in action, commitment and a specific 
context (Giunipero et al., 1999), and relies upon absorbing experiences, upon 'learning-by- 
doing' (Brown and Duguid, 2001), and 'trial and error'. 
3.2.2 Approaching and Defining, 'Tacit Knowledge' 
In defining 'tacit knowledge', Nonaka's (1994) distinction into explicit and 'tacit' knowledge 
is applied. Explicit knowledge can be encoded, written down, and explained. It is easily 
codified and conveyed to others; it can "be communicated from its possessor to another 
person in symbolic form and the recipient of the communication becomes as much 'in the 
know' as the originator" (Winter, 1987, p. 171). Explicit knowledge is also referred to as 
'articulated knowledge' (Hedlund, 1994), 'articulable knowledge' (Winter, 1987), 'verbal 
knowledge' (Corsini, 1987), 'propositional knowledge' (Kolb, 1984) and 'declarative 
knowledge' (Kogut and Zander, 1992). 
'Tacit knowledge' is knowledge which cannot be articulated and is substantially more 
difficult to write down, to formalise (Nonaka, 1991), to codify, and to convey, since 
interpretation, cognition, multiple meanings, as well as trust, politics, and emotions are 
crucial to its understanding (Bapuji and Crossan, 2005; Inkpen and Tsang, 2005; Orlikowski, 
2002; Nicolini, Gherardi and Yanow, 2003; Tsoukas, 2005). It is more experiential, 
subjective and private (Polanyi, 1966) or personal (Boiral, 2002; Sternberg, 1994). It is 
embedded, embodied, embrained, encoded and encultured knowledge (Lakomski, 2001; 
Blackler, 1995)2 and enables us to take actions that are situated in particular social settings 
(Suchman, 1987). 
'Tacit knowledge' derives from an individuals' personal experiences, knowledges, and 
epistemology (Lynch, Leo and Downing, 2006; Pea, 1987); it is taken for granted, and is 
deeply imbedded in the individual and interwoven with the individual and his or her actions 
(Nelson and Winter, 1982). The constructivist approach suggests that, rather than learned, 
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linked with 'know-how' (Corsini, 1987; Kogut and Zander, 1992) because it encompasses 
technical skills (Nonaka, 1991) and is typically acquired in work processes (Spender, 1996). 
In sum, the concept of 'tacit knowledge' is a multi-faceted one, one that is used in many 
different contexts, for many different purposes and with different associations. The 
conceptual framework pays particular attention to three theoretical approaches to 'tacit 
knowledge' which are outlined next. 
3.3 Different Theoretical Approaches to 'Tacit Knowledge' 
Three different contexts and perspectives, which account for the scope of the study, are 
discussed in the following regarding the discussion of 'tacit knowledge' or 'implicit 
knowledge'. First, an epistemological perspective. This perspective is linked prominently 
with Polanyi (1966) and Ryle (1949) and concerns the nature of knowledge; e. g. comparing 
propositional knowledge (know that) to procedural knowledge (know-how). 
Second, the context of HRD and KM. Here, 'tacit knowledge' is seen as an important 
resource for companies (Nonaka and Takeuchi, 1995), because it is often embedded in 
organisational processes, practices, and norms (Collis and Winnips, 2002; Davenport and 
Prusak, 1998). 
A third approach is connected with questions of learning (theories); e. g. work-based 
learning (Fuller and Unwin, 2003). This approach refers to implicit, informal and non-format 
learning (Coffield, 2000; Eraut, 2000) in which competencies, skills, routines and practices 
are acquired informally and unconsciously (Lewicki et at., 1992). It links 'tacit knowledge' 
to expert knowledge, (Schön, 1983), to developmental knowledge (Ellström, 1997) and 'life- 
world becoming' (Barnett, 1994); combining explicit and 'tacit' knowledge. This approach 
encompasses two levels, the individual, who actively creates new knowledge and the social 
context. Further research has concentrated on the relevance of learning processes and 
different modes of cognition (Eraut, 2000). 
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3.3.1 The Epistemological Perspective: Explicit versus 'Tacit' Knowledge 
Polanyi (1966) and Ryle (1949) seek to understand the nature of knowledge and learning 
from a pluralistic epistemological perspective, acknowledging that there are many forms or 
types of human knowledge (Spender, 1998). The authors distinguish between 'tacit' and 
explicit (types of) knowledge, expressed as 'knowing that' and 'knowing how', or in German 
'Wissen' and 'Können'. While acknowledging that many nuances exist between these two 
stances, the way of distinguishing between declarative knowledge, e. g. explicit statements, 
facts, concepts, principles and rules ('knowing that') and procedural knowledge, e. g. 
practical, experience-based knowledge, procedures and strategies ('knowing how'), (see 
table 3.1), a separation of 'thinking' from 'doing' (Ryle, 1949), does useful analytic work; 
since the purpose of this study is to explore and manifest the 'tacit dimension' of 
knowledge. 
a) Declarative knowledge Procedural knowledge 
i. e. explicit statements and rules e. g. practical, experienced-based knowledge 
'Knowing that' 'Knowing-how' 
b) Non-Personal knowledge Personal knowledge 
i. e. competence embodied in technical or i. e. competence that can only be acquired and 
social systems. E. g. organisational routines possessed by individual persons. 
and rituals (Resnick, 1991) 
c) Models of teaching and learning Models of teaching and learning 
Based on instruction and/ or written Emphasises the importance of situated 
material knowing and learning based on models of 
apprenticeship and participation in social 
practice (Lave and Wenger, 1991) 
Table 3.1: Distinction between declarative knowledge and procedural knowledge 
'Know-how' refers to procedural knowledge, such as a skill or personal competence (Ryle, 
1949), for instance knowing how to swim. One could have such knowledge without being 
able to explain what it is one knows in such a case. As such, 'know-how' shows a skilful 
performance, a 'capacity for action' (Senge, 1990), without explicitly reflecting on the rules 
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This dualistic conception concerning the character of knowledge, its acquisition and use 
results in a difference in main methods for the development and accumulation of the two 
knowledge forms (explicit and 'tacit' knowledge). Explicit knowledge can be generated 
through logical deduction and formal study; here models of learning and teaching are based 
on instruction and/or written material. 'Tacit knowledge' is based on action and can only be 
developed through practical experience in the relevant context (Hatch and Mowery, 1998), 
i. e. 'learning-by-doing' (Wood, 2002). Here, models of teaching and learning emphasise the 
importance of situated knowing and learning based on participation in social practice (Lave 
and Wenger, 1991). 
In essence, 'tacit knowledge' underlies skilled or expert performance, e. g. 'knowing how', 
whereas cognitive competences relate to 'knowing that' and declarative knowledge. 
Neuweg (1999) has contrasted this distinction as the 'tacit knowing view' and 'cognitive 
view' in table 3.2: 
Cognitive View Tacit Knowing View 
'Know-that' as base for cognition 'Know-how' as base for cognition 
'declarative' and 'procedural' knowledge: 'skills' and 'connoisseurship' 
definitions, facts, theories, technologies, 
rules 
intelligent action as application of explicit or explicit knowledge as result of reflection on 
explicable knowledge, practise follows theory intelligent action, practice precedes theory 
static idea of knowledge: 'knowledge' as dynamic idea of knowledge: 'knowing' as act 
mental structure of perception, making judgement and action 
base of abilities can be clearly described at can not or not completely or not appropriately 
least by a third person be articulated 
subject in distance to the contents of it's personal, 'incorporation' of knowledge 
knowledge 
idea of enlightened mind idea of common sense and practical wisdom 
abstract, standardised, non-flexible context-related, situated, highly adaptive 
Passing on knowledge through lessons passing on knowledge by socialisation in the 
context of expert-culture 
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Aspect: Perspective: Cognitive - Intuitive-Contextual 
Rational 
1. Knowledge base Theoretical/ declarative Practical/ experience based 
Explicit Implicit (tacit) 
2. Type of Well-defined/ linear Ill-defined/ complex 
_tasks/ 
situation 
3. Information for Certain, Emotionally neutral Uncertain, Emotionally 
action Objective data (quantitative, coloured. 
measurable) Holistic sensory perception 
Pattern recognition 
4. Information Analytical Intuitive 
processing 
5. Mode of action Technical-instrumental Interactive contextual 
Separation between planning Interaction between 
and action: "problem-solving- planning and action: 
in-thought" "Problem-solving-in-action" 
6. Communication/ Instrumental, Impersonal Dialogical, Personal 
social interaction 
7. Mode of learning Formal education and training Informal learning in 
Instruction everyday practice "Situated learning" 
Table 3.3: Different Aspects of Perspectives on Competence and Work (Source: Ellström, 1997) 
Outlining these two approaches is useful analytic work in terms of defining the existing split 
of thinking and acting - the Cartesian dualism of mind and body. This dualism furthermore 
impacts on the choice of the research methodology3 (see chapter 4). 
3.3.2 The Context of Human Resources Development (HRD) 
'Tacit knowledge' has received increased attention among human capital theorists and 
economists (Sternberg and Hedlund, 2002; Horak, 2001). Competences and knowledge are 
viewed as valuable resources in companies and economies (Thurow, 2000; Drucker, 1993), 
with 'tacit knowledge' sustaining the knowledge-base (Collis and Winnips, 2002; Lindley 
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knowledge' is meanwhile linked to success in management (Dixon, 2000; Wagner and 
Sternberg, 1988) and knowledge management (Swan, 2003; Davenport and Prusak, 1998). 
An important component of organisational knowledge is the 'tacit knowledge' that workers 
possess - which needs to be made explicit. The conversion of 'tacit' into explicit knowledge 
is shown in Nonaka and Takeuchi's (1995) model of 'knowledge conversion' (see figure 3.2). 
It suggests that 'tacit knowledge' becomes explicit through the process of externalisation 
which occurs during social interaction. Here, knowledge is created through the dynamic 
interaction between 'tacit' and explicit knowledge, continuously transforming or converting 
one into the other. 
Implicit Knowledge 
IntcirnAlicatinn 
Explicit Ki 
cnrialitatinn 
: nowledge 
Figure 3.2: The cycle of knowledge conversion (adapted from Nonaka and Takeuchi, 1995) 
The model distinguishes four modes of knowledge conversion: socialisation (from tacit 
knowledge to tacit knowledge), externalisation (from tacit knowledge to explicit 
knowledge), combination (from explicit knowledge to explicit knowledge), and 
internalisation (from explicit knowledge to tacit knowledge). This process resembles a 
learning cycle, a 'knowledge spiral' (Nonaka and Takeuchi, 1995), in which the interaction 
between 'tacit' and explicit knowledge takes place. 
Explicit Knowledge 
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In HRD and KM literature learning is ill-defined and unlinked to educational theory 
(Spender, 1996) and few studies investigate the individuality of learning behind the actual 
processes that create 'tacit knowledge' in organisations (Stacey, 2003). But, for the 
purpose of this study richer notions of learning need to be included. Such notions can be 
found in the context of work-based learning, work process knowledge, developmental and 
informal learning, and in discussions relating to learning theories. These will be discussed 
next. 
3.3.3 The Learning Perspective 
The observed transition towards a 'knowledge society' indicates a need for people to be 
able to deal with changes in their lives, to learn 'lifelong' (Griffin, 2001), and thus to 
develop wider skills, competencies and knowledge (Rychen et at., 2003). Further changes 
in working life, new organisational concepts and new product and process technologies 
have put a strong focus and demand on the qualification process of and the occupational 
competence of the work force (Garrick, 1998). Theses changes have led to an increased 
interest in HRD, in work-based education and training, in work process knowledge, and 
implicit and informal learning (Enos et at., 2003; Eraut, 2000). They involve informal and 
non-formal forms of learning and participation, and require a broader understanding of and 
approach to learning and competence development. 
Thus, 'tacit knowledge' and skills have new importance as attention in VET development 
and lifelong learning has increasingly been focused on work process knowledge (El(ström, 
2005), socially situated learning and on the embedded nature of key competences (Griffin, 
2001; Evans, 2000). Consequently, during the last decade, an increasing number of studies 
have emerged that focus on informal or 'tacit' aspects in work-based learning (Chaiklin and 
Lave, 1993; Engeström and Middleton, 1996). Further, contextual (Järvinen and Poikela, 
2001), situational and collective aspects (Boud, 2003; Ellström, 1997) have been 
emphasized, as well as approaches that underline the need to develop coherent and 
comprehensive systems encompassing various forms and arenas of learning (Billet, 2001). 
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3.4 Work-Based Learning 
Work-based learning (WBL) has become a decisive factor in companies and is looked at as a 
source of creativity and innovation (Hyland, 2003). The development of knowledge and 
skills is important for individual development: It encourages creativity and innovation and 
helps to build a cohesive society (DfEE, 2000). WBL is seen as the build-up of a substantive 
knowledge base, or expertise (Achtenhagen, 1992) of people. It pre-supposes a 
combination of practical and theoretical knowledge (Svensson et at., 2000) and puts the 
individual and the learning process at the centre. Contemporary research and discourses 
centre on the interrelation of work, learning and knowledge, as shown in figure 3.3, where 
the conceptualisation of work-based learning and vocational knowledge includes informal 
and tacit forms of learning (Rainbird, 2001), because it takes place at both formal and non- 
formal levels within the workplace (Eraut et al., 1998). 
Knowledge 
* Concepts concerning 
-the character, 
-its acquisition, and 
-use in practical action 
Work Learning 
Figure 3.3: Interrelation of work, learning and knowledge 
WBL can be distinguished from traditional classroom learning in certain ways (Raelin, 
2000). Firstly, work-based learning contains a reflection on work practices; it is not merely 
an acquisition of a set of technical skills, but a case of reflection and learning from 
experience (Evans et at., 2003). Secondly, it is based on action and problem solving within 
a working environment, and thus is concerned with real live projects and challenges to 
individuals. And, thirdly, WBL sees the creation of knowledge as a shared and collective 
activity (Wenger, 2004). In sum, WBL is based on dealing with real tasks, identifying and 
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the role of implicit learning in the acquisition of knowledge, competences and capabilities. 
Further, to a re-examination of the distinction between 'know-how' and 'know-that', 
because both concepts are involved in the development of human capabilities and 
competencies. This is demonstrated in the next sections. 
3.5 Implicit Learning 
Implicit learning and 'tacit' learning are often used in the same contents. Implicit learning 
is defined as the acquisition of knowledge that takes place independently of conscious 
attempts to learn and largely in the absence of explicit knowledge about what was 
acquired (Berry, 1997; Underwood, 1996). Implicit knowledge or 'tacit knowing' can be 
taken as a synonym for intuitive performance and 'unconscious knowing how' (Easterby- 
Smith and Lyles, 2003). Schön (1987) uses the term 'knowing-in-action' to explain that it 
refers "to the sorts of know-how we reveal in our intelligent action - publicly observable, 
physical performances like riding a bicycle and private operations like instant analysis of a 
balance sheet. In both cases, the knowing is in the action. We reveal it by our spontaneous, 
skilful execution of the performance; and we are characteristically unable to make it 
verbally explicit" (p. 25). Schön links his theory to Polanyi's (1958) 'personal knowledge' 
where 'know-how' displays skilful performance, especially in work processes. 
3.6 Work Process Knowledge 
Work process knowledge (WPK) is often acquired in and required for successful 
performance in work processes (Cooke, 2003; Fischer, 2001). Integrally linked are the ideas 
of lifelong learning and 'tacit knowledge' (Boreham and Lammont, 2001) because much 
WPK is 'tacit', due to being embodied in personal experience (Boreham, 2000). The 'tacit' 
dimension of WPK can be found especially in actions and knowledge of how to deal with 
critical situations and unforeseen events in the workplace. 
WPK is related to concepts of competence and qualifications that stress the idea that lear- 
ning processes not only include cognitive, but also affective, personal and social factors. 
35 
The concept of WPK involves an understanding of the work process (Fischer, 2001); it 
therefore incorporates both concepts of knowledge: procedural knowledge and declarative 
knowledge. WPK represents a synthesis of the relationship between explicit and 'tacit 
knowledge' and bridges the divide between the traditional dualist model of thought- and- 
action; because competent action entails 'the double operation of considering and 
executing', which is "a bit of theory and then ... a bit of practice"' (Ryle, 1949, p. 30). 
3.7 Knowledge Integration- Combining 'Knowing, ' and 'Doing, ' 
The prevailing distinction between 'knowing-that' /academic competence, representing 
formal thought and cognitive interaction and 'knowing-how'/operational competence 
representing work and action is shown by Barnett (1994) (see table 3.4). 
Academic Knowing-that Operational Knowing-how 
Thought Action 
Written communication Oral communication 
Intellectual Physical 
Problem-making Problem-solving 
Knowledge as product Knowledge as process 
Information Understanding 
Value-free Value-laden 
Discipline-based Issue-based 
Concept-based Task-based 
Pure Applied 
Proposition-based learning Experiential learning 
Unitised Holistic 
Disinterested Pragmatic 
Table 3.4: Distinction of 'know that' and 'know how' (Barnett, 1994, p. 48/49) 
Barnett (1994) argues that both positions need to be interwoven, because both forms do 
not exist in pure segregated forms. In his view, thought and action have to be brought 
together which forms an interwoven new notion of competence, which he terms 'life-world 
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world) becoming; through experience and the fulfillment of demands in the life-world, 
learners become themselves. Barnett explains that both conceptions of competence (know 
that and know how), alone, are impoverished. His alternative conception of competence is 
represented in the third right-hand column of table 3.5, labelled 'Life-world becoming'. 
'Life-world becoming '5 embraces the total world of the experiences of human beings. It 
provides a basis for understanding and an epistemology which involves 'reflective knowing'. 
Operational 
Competence 
Academic 
Competence 
Life-world becoming 
Epistemology Know how Know that Reflective knowing 
Situations Defined 
pragmatically 
Defined by 
intellectual field 
Open definition (use of 
multiple approaches) 
Focus Outcomes Propositions Dialogue/ Argument 
Learning Experiential Propositional Meta-learning 
Communication Strategic Disciplinary Dialogical 
Evaluation Economic Truthfulness Consensus 
Boundary 
conditions 
Organisational 
norms 
Norms of intellectual 
field 
Practicalities of 
discourse 
Critique For better 
practical 
effectiveness 
For better cognitive 
understanding 
For better practical 
understanding 
Table 3.5: Table of comparison (Barnett, 1994, p. 179). 
'Life-world becoming' furthermore considers other human concerns such as aesthetic 
sensitiveness and understanding. It is a powerful concept that combines 'action', 'thought' 
and 'tacit knowledge' as a way of 'being' and acting in the world. In applying Barnett's 
view to (tacit) learning, an alternative view to traditional human competence 
development, including self-construction and -reflection is offered. 
3.8 Informal learning 
To be able to reflect on one's own experiences in relation to a broader context relates to 
infnrmil IParnino anri to a wir1P rann of cnnc ntc ci ich ac IParninv frnm PxnPriPnc 
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Informal learning takes place all the time and in all places, in the workplace (Marsick and 
Watkins, 1990; Dale and Bell, 1999), in the community (McGiveney, 1999) - which is usually 
unplanned by the learner. Whereas formal learning is seen to take place in educational 
institutions, informal learning occurs outside and 'beyond the school walls' (Coffield, 
2000). It is a "lifelong process by which every individual acquires and accumulates 
knowledge, skills, attitudes and insights from daily experiences and exposures to the 
environment - at home, at work, at play: from example and attitude of friends and 
families; from travel, reading newspapers and books; or by listening to the radio or viewing 
films or television" (Coombs and Ahmed, 1974, p. 8). 
Individuals engage in informal, tacit and implicit learning, and thus develop knowledge and 
competencies, in a lifelong learning process which takes place independently of and with 
or without conscious effort. This is especially important for adult learners and people who 
have left compulsory education, e. g. the individuals involved in this study. Coffield (2000) 
strongly suggests that "informal learning should no longer be regarded as an inferior form 
of learning ... it needs to be seen as fundamental, necessary and valuable in its own right, 
at times directly relevant to employment and at other times not relevant at all" (p. 8). 
Both quotations are highly relevant to this study as they summarise and point to the 
quintessence of the discussion in this chapter about 'tacit knowledge' so far. They add a 
richer understanding to 'tacit' and informal learning and acknowledge all types of learning 
environments, including the research participants' 'life environment' (McGivney, 1999), in 
which individuals engage in while developing all their ('tacit') knowledge. These richer and 
wider definitions of learning and knowledge provide a platform for the learning processes 
of individuals (in general and) in this study. 
Eraut et at. (1998) propose instead non-formal learning; their conception of non-formal 
learning is explained in more detail in the next sections. 
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that its colloquial application as a descriptor of learning contexts may have little to do .. ith 
learning per se" (p. 2). His developed typology of non-formal learning (see table 3.6) 
introduces a time-related dimension (past, current and future) as a further dimension of 
non-formal learning. The typology is based on a combination of the dimensions of 'time of 
stimulus' and 'level of intention/ awareness': 
Time of Implicit Learning Reactive Learning Deliberative 
Stimulus Learning 
Past Implicit linkage of Brief near spontaneous Review of past 
Episode(s) past memories with reflection on past episodes, actions, 
current experience communications, events, communications, 
experiences events, experiences 
Current A selection from Incidental noting of facts, Engagement in 
Experience experience enters opinions, impressions, decision-making, 
the memory ideas. Recognition of problem-solving, 
learning opportunities planned informal 
learning 
Future Unconscious effect Being prepared for Planned learning 
behaviour of previous emergent learning goals, planned 
experiences opportunities learning opportunities 
Table 3.6: A Typology of Non-Formal Learning (Eraut, 2000) 
In this concept, at one extreme there is the now widely recognised phenomenon of 
implicit learning, at the other there is the 'deliberative learning' with time specifically set 
aside for that purpose" (Eraut, 2000, p. 115). The first extreme captures exactly the 
situation of the research participants. Eraut now adds an additional category to describe 
situations where learning is explicit but takes place almost spontaneously in response to 
recent, current or imminent situations without any time being specifically set aside for it. 
He calls this category 'reactive learning'. The three dimensions of 'time of stimulus' are 
interlinked because actions can only be 'explained' in view of the accumulated experience 
of several episodes and actions which happened in the past. These combine and form a 
L, nn%AilariOa_haca %A, hirh influ icnrac anti znahlchc fi iti irc nrtinnc Ac ciirh nnn_fnrmal Icarninn 
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'Tacit understanding' is mostly related to people or situations. It means the gathering of 
knowledge about another person from a series of encounters and quite often, it is an 
incidental side-effect. Such knowledge is part of one's taken-for-granted understanding of 
that person. 'Tacit knowledge in action' refers to a great deal of experiential learning. It is 
'routinised', where actors no longer need to think about what they are doing, because they 
have done it so many times before; like changing gear when driving a car, but also to 
complex skills like reading" (Eraut, 2000, p. 123). 
Here, two apparently opposite processes can be identified: a) experiential learning renders 
possible the explication of knowledge through reflection on experiences, which might 
otherwise remain in episodic memory and be used only tacitly. And, b) routinisation 
whereby explicit procedural knowledge is converted into 'tacit knowledge' through 
repetition. Neither can be found in their pure form. Eraut (2000) summarises that 'tacit 
knowledge' may be acquired, used or inferred in the following situations: 
- Knowledge acquired by implicit learning of which the knower is unaware; 
- Knowledge constructed from the aggregation of episodes in long-term memory; 
Knowledge which enables rapid, intuitive understanding or response; 
Knowledge inferred as implicit theories in action, personal constructs, schemes etc. 
- Knowledge entailed in transferring knowledge from one situation to another; and 
- Knowledge embedded in taken-for-granted activities, perceptions and norms. 
Eraut's interest in `tacit knowledge' and non-formal learning is based on an analysis of 
'professional knowledge' which represents an overarching frame of reference that 
incorporates a common understanding of 'tacit knowledge'. 
3.10 The Nature of (Professional) Knowledge 
Interest in 'tacit' and implicit knowledge and in implicit and non-formal learning has 
evoked analysis of forms of knowledge, embracing expert and professional knowledge and 
with respect to the ways in which expertise can be acquired (Barnett, 1994). In his attempt 
to analyse professional knowledge. Eraut (1994) tried to ascertain the personal knowledge 
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Different types of knowledge and modes of cognition are integrated into professional 
performance in ways that are difficult to unravel, either conceptually or empirically. The 
'Skill Acquisition Model' of Dreyfus and Dreyfus (1986) is used to describe and interpret 
professional action and competence and its acquisition through five stages of skills 
acquisition on the way from 1) novice, to 2) advanced beginner, 3) competent, 4) proficient 
and 5) expert, culminating in expertise; bringing together situational understanding, 
routinised action and decision-making. This model is based on learning from experience and 
on 'tacit knowledge' and intuition. 
'Tacit knowledge' appears within this model in three different forms; as tacit 
understanding, tacit procedures and tacit rules: 
- Situational understanding is being developed through all five stages, based largely on 
experience and remaining mainly tacit; 
- Standard, routinised procedures are developed through to the competence stage for 
coping with the demands of work without suffering from information overload. Some of 
them are likely to have begun as explicit procedural knowledge rather than becoming 
automated and increasingly tacit through repetition, with concomitant increases in speed 
and productivity; 
- Increasingly intuitive decision-making, in which not only pattern recognition but also 
rapid responses to developing situations are based on tacit knowledge - the tacit 
application of tacit rules" (Eraut, 2000, p. 127). 
These processes cannot be accomplished by using procedural knowledge alone or following 
a manual. They require a unique combination of propositional knowledge, situational 
knowledge, professional experience and judgement, because knowledge and skills are 
acquired in a process that is not added-on but integral (Eraut, 2000; Barnett, 1994), which 
includes an 'indwelling' (Polanyi, 1962), an active interchange and 'engagement' 
(Oakeshott, 1962) of the individual. Eraut's studies highlight "the relationship between 
different modes of learning, the types of outcome arising from each mode, and the 
influence of context and conditions upon each mode of learning" (Young and Guile, 1997, 
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main concepts and understandings and provides a vocabulary that will allow a less 
ambiguous understanding of the key concept. In this first part of the chapter the concept of 
'tacit knowledge' was discussed with respect to three dimensions: 1) with respect to the 
perspective of human resource development; 2) with respect to work-based learning and 
learning processes, in particular; and 3) with respect to non-formal and professional 
knowledge. 
The distinction between explicit and 'tacit' knowledge allowed me to investigate the 
concept of 'tacit knowledge' - but the literature review also made clear that a distinction 
is not practical (Jensen, 2005). It reinforces separatist ways of looking at academic and 
operational knowledges; and therefore limits the design for a future-oriented vocational 
curriculum (Boreham, 2004). 
Knowledge has both explicit and 'tacit' dimensions (Nightingale, 2003; Molander, 1992) and 
the distinction between 'know how' and 'know that' crumbled upon examination, because 
the interaction between these two modes of knowing is vital for the creation of 'new' 
knowledge (Wood, 2002; Eraut, 2000). 'Knowing how' involves more than fulfilling 
procedural operations, and more than merely relying on content states. Knowledge 
concerning 'how' and 'who' is the type of knowledge that is learned through practice and 
includes elements of 'tacit knowledge' (Jarvis, 2001). Combining 'know that' and 'know- 
how' weights the context as an equal part in the development of knowledge (Jarvis, 2001). 
As such, human knowledge is defined as a synthesis of 'tacit' and explicit kowledge which 
allows people to make sufficient sense of their contexts and enables them to act within 
them (Polanyi, 1983). This tacit-explicit dynamic in the learning process (Frade and Borges, 
2002) can be seen as a collective, situated and context-specific practice (Brown and 
Duguid, 2001; Gherardi, 2000). 
This has an important impact on the study, because it means that the ineffability of 'tacit 
knowledge' does not mean that we cannot discuss and explore the 'tacit' learning process 
and the competent and skilled performance of the research participants. Because 'tacit 
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In conclusion, this research claims to have extended Polanyi's concept of 'tacit knowledge' 
and applied it in a much wider context. It developed a developmental, conceptual 
framework for analysing 'tacit knowledge' and the variety of 'tacit forms of key 
competencies' developed and acquired in informal work and life situations. It allows for the 
inclusion of the personal situation of the individual, their hopes, dilemmas, emotions or 
feelings which have been linked to the development process of 'tacit knowledge' and 'tacit 
forms of key competenices'. 
In part 2 of the literature review the key concept of 'key competencies' is discussed and 
the development of a research tool, the starfish model, which embraces a holistic approach 
to competence development is outlined. 
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CHAPTER 3: LITERATURE REVIEW - Part 2 
3.12 Introduction 
As discussed in the first part of this chapter, developing 'tacit knowledge' in the HRD 
context has become a crucial issue for achieving a competitive advantage in a global 
economy (Flanagan et at., 1993). Against this background where (the codification of) 'tacit 
knowledge' is seen as 'human capital' to gain economic profits, this study looks at people's 
degree of unawareness about their development of skills, competencies and knowledges. It 
explores their self-perception - how do they experience and value the development of 
'tacit knowledge', 'tacit' skills and competencies. 
In order to identify and describe what constitutes 'tacit' human skills, competence and key 
competenc(i)es, the basic understanding of these concepts needs to be investigated. 
Definitions vary between academics, employers, institutions and individuals and quite often 
the terms are used interchangeably (McLagan, 1997). Main understandings are discussed in 
this chapter in relation to thinking and debates on key skills and 'tacit skills' - seeking to 
clarify their meaning before proposing a comprehensive, holistic approach to key 
competencies, which provides the basis for the empirical research work, and results in 
finding a working definition for the developed 'tacit forms of key competencies'. 
3.13 From Knowledge to Competence 
The Oxford English Dictionary' (1973) defines knowledge as the fact of knowing a thing, 
state, etc. or person. Knowledge can furthermore be categorised into: know-who, know- 
why, know-how and know-what (Zollo and Winter, 2002). Here 'know-what', 'know-that' 
refers to factual knowledge or information and 'know-how' to operational knowledge and 
skills. This classification into 'codified' and 'tacit' knowledge is a common distinction and 
is analysed in the first part of this chapter. 
There is growing recognition in the field of education that the development of 
competencies rather than teaching factual knowledge has become necessary (Ellström, 
1997; Barnett, 1994). Today, people need to develop skills and competencies as the 
appropriate tools for selecting, processing and applying the knowledge required to cope 
with changing employment, career and family patterns (Lundvall and Johnson, 1994). 
Building-up competencies is getting more and more important because it enables 
individuals to mobilise, apply and integrate acquired knowledge in complex, diverse and 
unpredictable situations (Perrenoud, 1997). As such, competence should be regarded "as 
the general capability based on knowledge, experience, values, dispositions which a person 
The Shorter Oxford English Dictionary on Historical Principles, 3rd edition. Oxford: Oxford University Press 1973. 
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has developed through engagement with educational practices" (Coolahan, 1996, p. 26). 
Still, much of the literature focusses on job-related (functional) skills and competences, as 
outlined below. 
3.14 The Concept of Competences and Competencies 
There is much debate about what competenc(i)es are and how they can be best described 
and defined (Kandola, 1996); including the odd situation that the term is in universal use, 
with a number of different definitions (Davies and Durkin, 1991). Experts in the fields of 
sociology, education, philosophy, economics and psychology have tried to define the notion 
of 'competence' as a roughly specialised system of abilities, proficiencies, or skills that 
are necessary or sufficient to reach a specific goal" (Weinert, 2001, p. 45). Still, there is 
even no agreement about the way of using the term or spelling competences or 
competencies. 
Whereas in the USA the term competencies refers to the behaviours an individual needs to 
demonstrate effective performance in a job (Cooper, 2000; McClelland, 1973) as 
behavioural repertoires (Aragon and Johnson, 2002; Woodruffe, 1993) - in the UK, the term 
competence, very similarly, describes the ability of an individual to perform activities 
within a prescribed standard of an area of occupation; referring to occupational standards 
(Fletcher, 1991). In this very narrow sense, competence is seen as the ability to use 
knowledge, understanding, practical and thinking skills to perform effectively to the 
national standards required in employment (DfEE, 1999). Here, competences are 
understood as minimum standards of competent (job) performance, inscribed in a 
competence framework (Jeris and Johnson, 2004). This competence framework is defined 
as the NVQ2 system in the UK and "describes what someone can do. It does not describe the 
learning process which the individual has undergone" (UDACE, 1989, p. 6). In summary, in 
the English-speaking context, competence and competencies may simply be referred to as 
the skills, knowledge, experience, attributes and behaviours that an individual needs in 
order to perform a job effectively (IES report, 1995). Concrete occupational competenc(i)es 
have been concentrated in a restricted range of 'key skills' and 'skills' (Green, 1998). 
3.15 The Concept of Skills 
A whole range of literature exists to define the concept of skill, of basic and job related 
skills (Carnevale et at., 1990) and social scientists have so far no shared definition. Interest 
in skills is related to changes in the world of work and to ways of acquiring and learning 
them (Datta, 1982). Traditionally, 'skills' have been associated with the level of training a 
job requires. Historically jobs - but also workers, (Kusterer, 1978) - have been classified as 
I National Vocational Qualifications (NVQs) are work-related, competence-based qualifications and 
certify an individual's ability to meet the skills' standards required at work. 
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'skilled' or 'unskilled' or 'semi-skilled' (Dahrendorf, 1956). This classification shows the 
embeddedness of specific tasks and jobs in the labour process (Laur-Ernst, 1989). 
In view of this, 'skills' means practical knowledge in combination with ability (Eraut, 1999). 
For him, 'skill' embodies a craft or an accomplishment where skilled workers are those who 
are 'properly trained or experienced'. Kusterer (1978) agues that skill is intricately 
connected with the concept of 'working knowledge' - performing successfully any job, 
which "involves some degree of skill" (Manwaring and Wood, 1985, p. 175). And Leplat 
(1990), coming from (work) psychological point of view, adds, similar to Wood (1991), that 
skills must be always referred to "as the capacity (or ability) of an individual to execute a 
task or a class of tasks. A skill is always skill to .. " (p. 145). 
Barnett (1994) found that the term 'skills' has no substance content - "it is non-specific 
about its substantive content" (p. 56) - it requires circumstances, and describes four criteria 
for the application of the term skill: 
1. A situation of some complexity. 
2. A performance that addresses the situation as deliberate and not as a matter of 
chance. 
3. An assessment that the performance has met the demands of the situation. 
4. A sense that the performance was commendable. 
Skills are therefore a) descriptive and b) evaluative. Expanding on Barnett's third point, 
Eraut (1999) describes that in formal education and training 'skills' are regarded as 
components of performance. This performance is broken down into a list of skills and sub- 
skills and categorised into (hierarchical) levels. Thus, skills are very narrow, task-specific, 
with little underpinning knowledge (Clarke and Winch, 2006). They are either regarded as 
'basic skills' because they provide a foundation in reading, writing, speaking English, using 
mathematics or 'core skills' as they were seen relevant for school-to-work transition, or 
'key skills' because they are essential to adult life and should prepare for the labour 
market (Brown and Keep, 2003). 
3.16 The Concept of Key Skills 
The strong interest in and emphasis on key skills is based on the changing structures and 
contexts of work and society (Brown, 1997), including an increasingly emphasis on learning 
in working life, e. g. 'lifelong learning' (King, 2000; Darmon et at., 1999); where people 
need to develop broader, generic and more embracing competences as well as technical, 
job- or craft- specific skills (Nijhof and Steumer, 1994). These skills are essential because 
people need to function effectively as members of a flexible, adaptable and competitive 
workforce (DfEE, 1999). They are also invaluable in helping people to actively take part in 
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shaping society. Still, there are different ideas about what key skills are wanted for 
(Whitston, 1998). 
Key skills are embedded in the National Curriculum in England with the intention to 
increase national prosperity through the development of a highly-skilled and well-educated 
workforce which is able to play a full part in the knowledge-based economy (ELWa, 2001). 
Key skills are at the centre of occupational competence, required in employment and 
meant to meet occupational standards demanded by the NVQs. Key Skills specifications in 
the UK National Standards are inscribed in units at five levels (see QCA, 2003) of increasing 
difficulty, from level 1: 'routine and predictable' work activities to level 5: a 'wide and 
often unpredictable variety of work contexts'. The DfEE (1998) and the QCA (1999) report 
on six key skills: communication, application of number, IT, working with others, improving 
one's own learning and performance, problem solving - as described in Appendix B. 
For Unwin and Wellington (2001) this represents a workplace culture in which many 
employers retain a narrow concept of key skills which is based on performing a limited 
range of tasks. For some, such restricted list of key skills addresses the gaps left by early 
specialisation (King, 2000; Boreham, 2002); for others, key skills are the core elements of 
all learning, academic and vocational; and, for some, key skills are a way of ensuring that 
higher education produces the sort of people that employers want (Gangani et at., 2004; 
Brown, 1999). Green (1998) concludes that the English concentration on a restricted range 
of key skills provides a much narrower education to a lower standard than is generally 
found overseas. For him, this 'key skills paradigm' represents an impoverished form of 
general education, which does not lead to the production of broadly skilled, polyvalent 
workers (Green, 1998) and rather demonstrates an 'one-way' vocational preparation. 
3.17 The Prevailing Approach to Competence -a Behaviouristic Stance ?! 
The interest in professional skills, knowledge and expertise and the dominant 
understanding of 'competence' seems to be situated within a behavioural stance. This 
behavioural approach to competence is investigated before proposing a holistic approach to 
competence. The UK governments' approach to competence is criticised for its narrowness 
and for confusing competence with performance (Woodruffe, 1991; Dooley et at., 2004). 
This 'narrow' approach to occupational competence shaped much of the debate about post- 
16 education and training in the 1990s; where competence based training had been 
implemented in the national training agenda as a crucial part of a reform progress. These 
reform efforts have been based on a behaviouristic approach to competence (Hyland, 
1994), which ignore critical, self-reflexive abilities, 'capabilities', needed and possessed by 
individuals to act and interact in life and rather fragment learning (Ertl, 2002). 
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According to this behaviouristic view, the role of education and training is mainly to shape 
and adapt the skills of the individual to a set of predetermined qualification requirement 
(Sandberg, 2000), as described before, where employers and other training institutions 
define the skills that are needed. In consequence, the concept of competence-based 
education and training is criticised for resting on an inadequate model of human nature and 
social interaction (Jessup, 1991), within a framework described as "mechanistic, 
reductionist and (as denying) the importance of human agency in processes of learning" 
(Bates and Dutson, 1995, p. 41). These rationalistic approaches to competence, traditionally 
used within the area of HRD are criticised for failing to identify and describe human 
competence and for failing to make essential human aspects of competence development 
apprehensible (e. g the personal situation of the individual, their hopes, and emotions). 
This evokes a call for a more 'holistic' approach to competence. 
3.18 The Concept of Key Competencies -a multi-dimensional and holistic 
approach 
Key competenc(i)es have gained in importance in all EU member states over the past 
decade (Evans, 1998). The 'changing divisions of knowledge and labour' (Ainley, 1993) 
prompted new ways of thinking about learning, including informal and implicit learning, 
and led to a reconceptualization of 'skills', 'knowledge', and 'competences'. Where key 
competencies or key qualifications are regarded as providing a broader and multi- 
dimensional knowledge base (Bjornävold, 2001). Key skills and competences are criticised 
for focussing too strongly on the workplace and not enough on their importance for a 
fulfilled and successful life (Sperber and Dupuy, 2001). In consequence, this study refers to 
'key competencies' rather than key skills or competences; an understanding which is based 
on three main reasons3: 
1. Skills are difficult to differentiate from competence in languages other than English. 
2. The term skills connotes a limited set of basic skills, e. g. reading and writing whereas 
competency includes enabling people to personal fulfilment, self realisation and 
continuing learning throughout life. 
3. 'Competencies' are considered to be holistic, complex and integrated; a combination 
of skills, knowledge, attitudes and values which can be acquired formally, informally 
and (non-)intentionally across many life contexts and situations. 
In Germany, the concept of 'key competencies' is based on Mertens' (1974) concept of 'key 
qualifications' (Schlüsselqualifikationen). 'Key competencies' entail the underlying idea of 
broad, generic competencies which can be used for different occupations. Van Zotingen et 
at., (1997) define key qualifications as "the knowledge, insight, skills and attitudes that are 
Extraced from findings from EURYDICE, 2002. 
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part of the durable core of an occupation or a group of related jobs, with the possibility of 
transfer to other, new jobs within that occupation and of innovations within that 
occupation, which contribute to the development of a person's occupational competence 
and facilitate transitions within the career" (p. 3). Their specification of key qualifications 
includes: technical knowledge, general knowledge of languages, inter-disciplinary 
knowledge, cognitive and meta-cognitive skills (such as identifying and solving problems, 
abstract thinking, flexibility, learning to learn and 'tacit knowledge'), communication 
skills, ability to plan and organise work, ability to work with others, personal attributes 
(such as self-reliance, creativity), and as such acting as a modern citizen (ibid. ). Brown 
(1997) adds: showing a critical attitude to work and one's own interests. 
In coming to an understanding, the study integrates these definitions, but for the purpose 
of this study, the individual and his or her individuality, personality and identity needs to 
be included. Therefore, 'key competencies' are regarded as "abilities of the kind intended 
and assumed by the term Bildung; abilities which are acquired, not inherent, which are 
experienced in and through particular aspects of social reality, and which are suited to 
shaping this reality. In addition, these are abilities that are capable of being cultivated 
over a lifetime, enhanced and refined.. . They are, however, also abilities that enable a 
process of self-directed learning, since the aim is abilities that are acquired not only in 
conjunction with tasks and processes, but can be detached from the original situation, 
meet the challenges of the future and are open to problems of all kinds" (German 
Expertise, 2004, p. 59-60). And "they are indispensable for good life" (Sperber and Dupuy, 
2001, p. 75), because the essential feature in good life is the capacity for successful, 
responsible and productive action at home, in the economy and in the political field. These 
competencies go beyond subject-related knowledge, constitute forms of know-how rather 
than forms of know-that and touch a 'sense of belonging' (Carr, 2004) and 'life-world 
becoming' (Barnett, 1994), (see part 1 of this chapter). 
This understanding embraces an increased emphasis on critical, analytical and self-aware 
thinking underpinning an individual's knowledge-base which is incorporated in the study's 
key concept of 'key competencies'. This understanding is pedagogically driven and 
addresses not only the development of occupational competence and technical skills, but 
also the development of a personality and 'self-realization'. It is underpinned by a 
commitment to a lifelong reflexive learning process and acknowledges that "the cognitive 
abilities and skills possessed by or able to be learned by individuals ... enable them to solve 
particular problems, as well as the motivational, volitional and social readiness and 
capacity to use the solutions successfully and responsible in variable situations" (Weinert, 
2002, p. 27-28). These aspects and dimensions of key competencies lead to the 
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development of a key competency model, the 'starfish model', see 3.21, representing a 
vehicle for capturing the developed 'tacit forms of key competencies'. 
The main conclusion drawn from the literature review so far in finding a main definition for 
the concept of key competencies is that there is no universal definition. But, there is 
agreement, that for a competence to deserve attributes such as 'key' or 'essential', it must 
be beneficial for the individual and to society as a whole. It must enable the individual to 
successfully integrate into a number of social networks while remaining independent and 
personally effective in familiar as well as new and unpredictable settings (see EURYDICE, 
2002). Such claim requires the investigation of the tacit dimension of skills, of 'tacit skills'. 
3.19 'Tacit Skills' 
Work sociology has voiced a strong interest in 'tacit skills' and expertise workers use in 
their jobs (Kusterer, 1978; Manwaring and Wood, 1985), linking to HRD and work-based 
learning (see ch. 3, part 1). And, in some EU member states, the education and training 
systems have begun to validate 'tacit skills' (Bjornävold, 2000). 'Tacit skills' are defined as 
being incapable of articulation, because they are based on internalised, patterned 
movements and involve minimal awareness (Wood, 1990). Wood (1990) distinguishes three 
forms of 'tacit skills' depending upon the level of awareness: 
(1) 'routine activities' involving reduced awareness and the transformation of learning into 
successful routines, (such as keyboard skills, dance routines) acquiring the necessary 
skills through practice and experience. 
(2) coping with unfamiliar situations which requires different degrees of awareness. An 
example would be: overtaking while driving a car requires a kind of semi-awareness, 
whereas overtaking at night and coping with dangerous situations will require much 
fuller awareness. 
(3) co-ordinating activities with others and the increasingly integrated nature of production 
processes. Stressed here is the need for workers to develop an appreciation and 
awareness of the relation of their jobs to the overall production process which refers to 
diagnosing abilities and coping with unforeseen problems in the work process. 
This last point is given special attention to in Japanese labour management systems where 
workers are encouraged to co-operate and develop their skills and awareness (Wood, 1990); 
linking to Nonaka and Takeuchi's (1995) model of 'knowledge creation', harnessing 'tacit 
skills' and 'tacit knowledge' of workers (see ch. 3, part 1). 
Leplat (1990) furthermore differentiates three forms of 'tacit skills' from a psychological 
perspective. For him, 'tacit skills' refer to 
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(1) the amount of skills actually required relative to the skills officially required. This 
means that much more skills are required than those referred to in the official job 
specification. 
(2) the difference between explicitly defined skills and skills actually used. Meaning that 
the actual skill is more comprehensive than the supposed skill: while fulfilling the job, 
workers use competencies that are different to those officially possessed (Le Bas and 
Mercier, 1983; Leplat, 1990). 
(3) the skill acquired through practice rather than through format training. These are 
difficult to verbalise and define and sometimes called 'tricks of the trade' and belong 
to the non-explicit part of competence. 
'Tacit skills' in terms of 2) and 3) are very similar because they carry explicitly prescribed 
skills. These skills depend on the type of work involved, show a procedural character and 
are connected to the workers' 'know-how' because they stem from practical knowledge 
and are related to work experience. They result from the day to day accumulation of 
information in the production areas, assimilating and transforming more formalised 
knowledge into workers' know how (Le Bas and Mercier, 1983). As described before, they 
can be taken as characteristics of human activity in response to a task. 
These general approaches to 'tacit skills' and as such to 'tacit knowledge' reveal the 
importance to everyday life, to work-processes and to learning- and teaching methods. The 
existence of 'tacit skills', as outlined above, indicates that individual prerequisites are 
necessary for carrying out work tasks. This idea highlights that aspects of skills and 
knowledge are not identical with formal technical skills, but accumulated (work) 
experiences, where knowledge is seen as a result of daily practice, routine and intuitive 
'know-how' which is always related to activity and performance. In this respect, 'tacit 
skills' refer to a kind of knowledge, which embraces one's own knowing about and 
knowledge of one's own role within production process as a whole. This can be considered 
as a genuine attempt to draw on and develop existing worker's knowledge as "a recognition 
of ... the 'tacit skills' workers have" (Wood, 1990, p. 180). 
'Tacit skills' are truly incapable of articulation. They confer a skilful performance, which 
"is achieved by the observation of a set of rules which are not known as such by the person 
following them" (Polanyi, 1962, p. 49) and involve reduced awareness (Wood, 1990). Much 
of what we are doing in every day life refers to this kind of performance and skills and rests 
in a 'tacit' dimension of knowing (Polanyi, 1966), in the sense that we really do know more 
than we are aware of and are able to express. This 'tacit' dimension of knowledge is 
inherent and captured in the study's concept of 'tacit forms of key competencies' which is 
explained next. 
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3.20 Developing, an Understanding, of 'Tacit forms of Key Competencies' 
The study's main research hypothesis describes that people possess 'tacit forms of key 
competencies' which they are not aware of. In a first approach towards developing a 
working definition and an understanding of the developed 'tacit' knowledge, skills and 
competencies, the many meanings and different understanding of concepts of 'tacit 
knowledge', key skills and key competencies were investigated. Clarification was required 
in terms of what is meant by key competencies compared to such terms as competence, 
skills or key skills. Key competencies then are those competencies which go beyond 
concrete work-related skills, describe more general comptences which are needed for 
different occupational fields. They indicate transferable competencies or 'life skills', which 
emphasise the contextual aspect and the assumption that competencies are socially 
constructed (Wood, 1981). They are more complex and holistic and refer to the capacity of 
an individual to act; comprising generic abilities (Arnold and Pätzold, 2003). 
The literature review clarified meanings of concepts and led to the development of a 
working definition of 'tacit forms of key competencies', which entails a more holistic 
approach acknowledging "that competence is tacit, informally acquired, culturally 
embedded and contextually located in practice" (Jones and Moore, 1995, p. 88). For the 
purpose of eliciting the 'tacit' dimension of the development process, 'tacit forms of key 
competencies' should be understood as hidden personal abilities of which individuals are 
not immediately aware of and which have been acquired in a rather non-formal way; being 
"largely based on knowledge, the unity of conception and execution" (Thompson, 1989, 
p. 92). Thus, in a provisional conclusion, the concept 'tacit forms of key competencies' is 
used - rather than 'tacit skills'. Such developed pragmatic understanding rests in a non- 
dualistic ontology, is based on an interpretive paradigm and is examined in great detail in 
chapter 4; (see: nature of the research problem). This conceptualisation furthermore 
entails the necessity of the concept being specified by the results of the empirical 
research. 
This conceptualisation of 'tacit forms of key competencies' extends the German concept of 
'key qualifications' (Schlüsselqualifikationen) (Mertens, 1974), of 'action competence' 
(Handlungskompetenz) (Laur-Ernst, 1985; Heidegger and Rauner, 1997) and Ellström's 
(1997) model of competence. These theories influenced the development of a learning 
model which encapsulates a 'generative' approach towards the development of 
competencies and facilitates the identification of the 'tacit forms of key competencies'. 
This learning model assists telling the story of the 'tacit' learning experience and is 
represented in a 'starfish model'. 
52 
3.21 The 'Starfish Model': A Generative Approach to Competencies 
The 'starfish model' has been initially developed in the 'TACITKEY' project, used as a basis 
for heuristic investigation. It developed continuosly through the investigation of the stories 
and learning biographies of the research participants. The model is used as a 'tool' for 
collecting and analysing data in this study; to capture and describe the acquired 'tacit' 
competencies which then are specified by the findings of the empirical research. In short, 
it allows for the identification of 'tacit forms of key competencies'. 
The review of the literature highlighted the necessity to develop a broader model of 'key 
competencies' because existing models and definitions are not satisfying enough and do not 
explain the deeper dimension and inter-connectedness of the developed competencies. 
Seeing competence just as key skills and skills is too limited. For the purpose of the study a 
broader and more inclusive concept and model of competence is required which emphasises 
"competency as an underlying characteristic of a person in that it may be a motive, trait, 
skill, aspect of one's self image or social role, or a body of knowledge he or she uses" 
(Boyatzis, 1992, p. 260). Competency here is seen as more generic, more inclusive, 
underlying performance and action (Evans, 1998). In sum, a generative approach to 
competencies is considered more fitting to the aim of the study. 
The starfish model extends Mertens' (1974) and Ellström's (1997) work and theories: First 
of all it incorporates the four sets of key qualifications of the 'action competence square' 
(Mertens, 1974) which embrace broad, basic competencies necessary for work-life: 
" Personal competencies 
" Social competencies 
" Methodological competencies 
" Work content related competencies 
Second, Ellström's (1997) model of competence which defines essential aspects of human 
capacities or competence at work is integrated into the model: 
" perceptual motor skills (e. g. dexterity); 
" cognitive factors (different types of knowledge and intellectual skills); 
" affective factors (e. g. attitudes, values, motivations); 
" personality traits (e. g. self-confidence); 
" social skills (e. g. communicative and co-operative skills). 
Still, these models do not sufficiently recognize the non-formal dimensions of learning and 
the concept of 'tacit forms of key competencies' (which goes far beyond concrete work- 
related skills) requires a more 'generative' approach towards key competencies, embracing 
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five dimensions4, which are outlined next. In sum, the starfish model captures and helps to 
explains human competence development. 
3.21.1 The five Dimensions of the Starfish Model 
Having established that key competencies are necessary for individuals to lead 
independent, purposeful, responsible and successful lives, this model helps to identify 
individual competencies which underlie sucessful change and personal growth. Five inter- 
related key competencies, developed through social interaction, are proposed in a 'starfish 
model', see Figure 3.4. 
Content related and practical competencies 
Learning competencies 
Values and attitudes 
Methodological competencies 
Social competencies 
Figure 3.4: The Starfish Model (Tacitkey first work paper, 1999) 
The 'starfish model' encompasses: 
1) Content-related and practical competencies 
This 'element' or category refers to all the practical and content related skills and 
competencies related to tasks and chores learned and acquired while looking after the 
(family) household (e. g. subject matter relevant to works tasks, practical aspects of 
operating in (modern) work environments, handling multiple tasks and demands). 
2) Methodological competencies 
The dimension embraces competencies and skills related to methodological abilities (e. g. - 
abilities to deal with different modes of communication, different people, different aims 
etc., analysing of situations and decision making, problem-solving, self-organisation, 
ability to use experience in new situations (learning from the past), ability to interpret 
situations and respond it appropriately, planning how to use time, time-management). 
3) Social or interpersonal competencies 
Social or interpersonal competencies are important for effective participation in a 
community. They refer to a person's capability to maintain relationships. A social 
competence which gained in importance in recent years is citizenship. Social competencies 
are valuable in promoting personal competencies, such as self-esteem and motivation. This 
It's shape resembles a starfish. 
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element or dimension of competencies refers to personal attributes (e. g. -ability to work 
with others (interpersonal), - ability to co-operate, - self-projection (positive image of 
yourself), - managing conflicts, - negotiation skills). 
4) Competencies related to attitudes and values 
Attitudes are the fourth defining characteristic of 'tacit forms of key competencies'. In the 
educational context attitudes are closely associated with personal competencies, such as 
motivation, responsibility, honesty, reliability, self-esteem and creativity. This element or 
dimension contains competencies and skills related to personal attitudes and values (e. g. - 
acceptance of self-responsibility, - demonstration of commitment, - positive attitude 
towards change, - ability to foster confidence and trust). 
5) Learning competencies 
This element or dimension encompasses competencies or skills referring to self-learning 
abilities. 
The starfish model is developed as a model of key competencies which is more future 
oriented and generative in terms of including people's personal and professional projects, 
because it gives room to a wide range of life and work experiences of individuals. This 
strengthens the study's focus on experiences of interrupted (occupational) biographies, 
learner identities (Ball et at., 1999) and 'learning careers' (Bloomer and Hodkinson, 1999, 
2002). The model emphasises broad clusters of abilities and competencies which are 
internally related to the individual. This then allows the individual to be an agent in the 
construction of his or her own competence, knowledge and understanding. The model is 
used as a heuristic device or as a basis for heuristic investigation of personal and 
biographical experiences to capture the 'tacit dimension', in a way to be discussed and 
developed empirically through the investigation of the learning experience and biographies. 
3.22 Conclusions 
This chapter laid out the groundwork for understanding how different educational, social 
and psychological theories define 'tacit knowledge' and 'key competencies'. It has 
discussed related main concepts and builds an understanding and a vocabulary that will 
allow a less ambiguous understanding of the study's key concepts. As such, it integrates the 
discussed key concepts into the research context and includes definitions of 'tacit 
knowledge' and 'key competencies' extracted from the vocational education and training 
context. In doing so, it situates the research in established fields of literature. This was a 
difficult task because different cultural contexts influence the understanding of 
competence (Cseh, 2003). 
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A major work task in the first phase of the study was to investigate and discuss the 
concepts of 'tacit knowledge' and 'key competencies' in the context of VET, CVT, WBL and 
HRD. Reviewing the literature sought to integrate existing theories and concepts into the 
study's conception. From this review, theoretically informed and practically interested 
understandings and working definitions of the key concepts were developed. These form 
the basis for the empirical work. Reviewing the concept of 'tacit knowledge' answered the 
question whether 'tacit knowledge' can be made explicit (Cooke, 2003; Crowley, 2001). 
Nonaka and Takeuchi's (1995) model of knowledge conversion showed that - because all 
knowledge has both explicit and tacit dimensions (Nightingale, 2003; Molander, 1992; 
Polanyi, 1966) - the 'tacit' dimension becomes explicit through the process of 
externalisation during social interaction. 
The challenge here was to develop a framework and working definition that capture the 
'tacit' dimension of the learning process in order to talk about and share the experience. A 
framework which explores the posed questions of what kind of knowledge, what kind of 
learning are involved and how is this knowledge created? 
The working definition of 'tacit forms of key competencies' is considered as a synthesis and 
an overall summarizing concept which allows to empirically research the development 
process of 'tacit knowledge' and to make explicit the personalised, contextualized and 
'tacit' dimension of the developed knowledge and key competencies. The starfish model 
supports the explication. 
The developed working definition and starfish model furthermore serve the study's need for 
a broader, more holistic understanding of competencies because they extend the depth of 
analysis to the individual development process with the understanding that 'tacit' key 
competencies comprise knowledge, insight, skills and attitudes, and have substantial 
cognitive, meta-cognitive, personality, strategic and socio-communicative dimensions (Van 
Zolingen et at., 1997) - in order to handle unexpected, new situations (Nijhof and 
Streumer, 1994) and biographical experiences. 
These concepts are based on the notion that (skills and) competencies are socially 
constructed, on 'activity theories' (Engeström, 1994), on 'cognitive apprenticeship' or 
'situated cognition' where the action-reflection-action model is stressed (Berryman and 
Bailey, 1992; Lave and Wenger, 1991; Resnick and Wirt, 1996), and on the concept of 
'lifelong learning', as investigated in (and therefore coming back to) the first part of this 
chapter. 
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Moreover, it is useful to distinguish between skills and (key) competencies, determining 
that the concept of 'key competencies' embraces all abilities of an individual, everything 
he or she is capable of doing. Other fields of non-formal and experiential learning such as 
the areas of housework, bringing up children and the engagement in social or political 
organisations are included in the concept. 
While developing `tacit forms of key competencies' individuals and context form one entity 
through the lived experience of the life-world (see Sandberg, 2000; Miller, 2000) because 
people cannot develop competences independent of context (Fischer et at., 1993). 
Competence is furthermore constituted by the meaning that the fulfillment of tasks and 
chores has for the individual in their experience (see Stoof et at., 2002; Velde, 1999) - the 
analysis of biographical experience and life-stories will help to explicate the 'tacit' 
dimension. The challenge for the research methodology then becomes to facilitate the 
'explication' and 'telling' of the experience. 
Chapter 4 will therefore discuss research design and methodology adopted to study the 
research participants perceptions of their 'tacit' learning experience and development 
process. A further task for the research design and methodology will be to address the 
dichotomy between the rationalist approaches towards 'tacit knowledge' and competence 
development that dominate in HRD and VET/CVT and interpretative, constructivist 
approaches that are becoming more widespread among researchers. 
Finally, this literature review has shown a bias towards the role of 'tacit knowledge' when 
nearly exclusively the importance of 'tacit knowledge' has been discussed in the context of 
HRD, referring to expert knowledge. For the purpose of analysing dimensions of the 'tacit' 
learning experience, the development of 'tacit forms of key competencies', three major 
aspects are emphasized: 
first, that the individual is at the centre of research; 
- second, that 'tacit' competencies are socially constructed, situational and 
third, that awareness of one's own 'tacit competencies' depends on socio-biographical 
circumstances (not meant as causal). 
Thus, special attention is given to the social structure of the composition of research 
participants, including age, personal situation such as marital status, number of children, 
class, school leaving certificate, post compulsory education, job and career progression. 
This is achieved in chapter 6: The Social Structure of the two groups of Research 
Participants. 
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CHAPTER 4: RESEARCH DESIGN AND METHODOLOGY - Part 1 
4.0 Introduction 
This chapter outlines the methodology used in the research. The chapter is presented in 
two parts, this first part explores the philosophical basis of the research design, and offers 
both a justification for, and a critical appraisal of the chosen methodology, combining 
biographical, phenomenological and ethnographic elements. It continues to describe the 
study's sample, the sampling technique and finally outlines the process of gaining access to 
colleges, courses and participants. The second part concerns the data collection process, 
ethical considerations and criteria for establishing credibility and trustworthiness, whereas 
chapter 5 concerns data analysis procedures. Figure 4.1 outlines the complete research 
design framework. 
Introduction 
The central research problem and 
research question 
Justification for 
interpretive paradigm 
Paradigm: set of beliefs guiding action 
Ontology Epistemology Methodology 
Justification for the 
qualitative research methodology 
The nature of the problem Researcher's worldview 
II 
The phenomenological, biographical 
and ethnographic element 
CH 4/part 2: Strategy: 
Implementation, 
Moving from the paradigm to the empirical world 
Methods 
Procedures Instruments 
Data 
Chapter 5: 
Figure 4.1: The Research Design The Framework for Data 
Analysis 
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My research design followed my concern for adults who developed 'tacit knowledge' in 
unpaid, informal learning situations, without being aware of their learning processes. As a 
result, the interpretive paradigm is the most appropriate paradigm for use in this 
exploratory investigation because it seeks to elicit the 'tacit dimension' and to determine 
the situation from the respondents' perspective (Silverman, 2000) and of their 'lived 
experiences' (Mishna, 2004; Smith and Heshusius, 1986). 
4.1 The Central Research Problem and Research Question 
It is essential for researchers to unambigously define their research problem as an 
instrumental element in the research activity (Perry, 1998). The central research problem 
explored in this study is: 'How do people experience the development of 'tacit forms of 
key competencies' while being out of paid work'? 
As such, the research focus is on illuminating and understanding the research participants' 
lived experiences; accordingly, a subsequent question to explore is: 'What does it mean for 
an individual to develop 'tacit forms of key competencies' while running a family 
household and raising children at that time in their life? ' 
Formulating the research question is crucial since it influences the methodology, the 
research design and the phases of the research process (David and Sutton, 2004). 
Consequently, a research design was developed to 'resolve' the problem in the sense of 
accumulating sufficient knowledge which leads to understanding or explanation (Lincoln 
and Guba, 1985); and which addresses the following issues: How can the 'lived experience' 
of individuals be explored in a way that enables us to deepen our understanding of the 
development process of 'tacit forms of key competencies' in a period of unemployment, 
while managing the family household and raising children or caring for relatives? 
Additionally, which methodology allows the portrayal of the 'tacit dimension' of the 
experience and focuses on the individual? Figure 4.2 shows a graphic display of 'bins' (Miles 
and Huberman, 1994) clarifying the reseach design and framework, in specifying the 
intervariable relationships of the key concepts in focus. 
Inquiry 
Experience 'Tacit 
(social life) Knowledge' 
LLearning 
Human Being 
(Learner) 
Figure 4.2: The graphic display of 'bins' (Hoffmann, 2000) 
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The exploratory nature of the research problem and research question (Yin, 2003) aimed at 
an in-depth understanding of the 'tacit' and implicit learning experience of a group of 
adults within the contexts of their biographies. Consequently, the search for meaning 
called for the appropriateness of a qualitative methodology in order to capture context, 
personal interpretation and experience (Mishna, 2004; Smith and Heshusius, 1986) and to 
gain a rich and comprehensive picture of the experience of developing 'tacit forms of key 
competencies' (Schwandt, 1994). 
The chosen qualitative methodology matched those requirements (Denzin and Lincoln, 
2000; Spencer et at., 2003) by focussing on the active adult learner, and by eliciting 'tacit 
knowledge' and in identifying 'tacit forms of key competencies'. In view of this, the best 
way to understand the process of acquiring 'tacit forms of key competencies' and 'tacit 
knowledge' is from the research participants' points of view (Verma and Mallick, 1999). 
Adopting a qualitative methodology included a concern for 'Verstehen', for grasping the 
actor's definition of a situation, and for the life world (Schwandt, 1994) - relating the 
study's purpose and objectives to the research design. In summary, to get to the core of 
this experience, this study adopts an interpretive approach (Denzin, 1989) because: 
- the focus is on the individual; providing a fundamentally 'people-oriented' nature of 
qualitative inquiry (Patton, 1990); 
of the 'personal', situational or contextual nature of 'tacit knowledge', which "plays a 
constitutive role in providing meaning" (Altheide and Johnson, 1994, p. 492); 
- the emphasis is on the 'lived experience' of individuals; 
- the belief in 'constructivism' - that reality is socially constructed (Berger and 
Luckmann, 1966), which refers to 'the reality of everyday life' to indicate the taken- 
for-granted sense of reality that is shared with others in a society; 
- the intention is to create meaning and gain an understanding of human experience; 
the collection of 'biographies' and 'thick description' (Geertz, 1973) as method, and 
the importance of understanding from the point of view of those involved. 
The established relationship between the problem statement, paradigm, ontology, 
epistemology and methodology (Guba and Lincoln, 2000), determined the choice for an 
interpretative paradigm. This is justified in the next section. 
4.2 Justification for Interpretive Paradigm: Philosophy 
A paradigm is an interpretive framework or a set of beliefs that guide action (Denzin and 
Lincoln, 1994; Anderson, 1998). Paradigms are described as woridviews, philosophical 
approaches, methodologies, or research traditions and represent different ways of orga- 
nising social research (Bryman, 2001); they shape our (preferred) methodology (Silverman, 
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2000), and ways of approaching inquiry (Paul and Marfo, 2001). The choice between them 
should be made in terms of their appropriateness in answering particular research 
questions. Thus, the resarcher has to become aware of the underlying assumptions and 
implications. 
In general, two leading research paradigms are acknowledged within the fields of social, 
human and educational research: the quantitative (positivist) and the qualitative (inter- 
pretive) paradigm (Saunders et at., 2003; Creswell, 1994). Qualitative research seeks to 
understand phenomena in context-specific settings. Quantitative research uses 
experimental methods and quantitative measures to test hypothetical generalisation 
(Eisenhart and Howe, 1990). Where quantitative researchers seek causual determination, 
prediction, and the generalisation of findings (Denzin and Lincoln, 2000), in contrast 
qualitative researchers seek instead illumination, understanding, and extrapolation to 
similar situations (Schwandt, 1994)1. 
All research (whether quantitative or qualitative) is based on underlying assumptions in 
ontological, epistemological, and methodological issues. Table 4.1 summarises such 
assumptions in a two-fold classification (Creswell, 1994), but is compared here. 
Assumption Question Quantitative Qualitative 
Ontological What is the nature of Reality is objective and Reality is subjective and 
reality? singular, apart from the multiple as seen by 
researcher participants in a study 
Epistemological What is the relation- Researcher is independent Researcher interacts with 
ship of the from that being researched the researched or that 
researcher to the being researched 
researched or that 
researched? 
Methodological What is the process Deductive process Inductive process; 
of research? Cause and effect Mutual simultaneous 
Static design -categories shaping of factors; 
isolated before study Emerging design- 
Context-free generalisations categories identified 
leading to prediction, during research process; 
explanation, and Context-bound patterns, 
understanding theories developed for 
Accurate and reliable understanding; 
through validity and Accurate and reliable 
reliability through verification 
Table 4.1: Quantitative and Qualitative Paradigm Assumptions (Source: Creswell, 1994, p. 5) 
The quantitative paradigm is termed traditional, positivist or empiricist, rooted in writings by Comte, Mill, 
Durkheim, Newton and Locke (Smith, 1983). The qualitative paradigm is termed interpretative, constructivist or 
naturalistic. Its origins as a countermovement to the positivist tradition in the late 191" century ans is seen in 
authors such as Dilthey, Weber and Kant (Smith, 1983). 
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Concerning the epistemological issue, the quantitative approach stipulates that the 
researcher should remain distant and independent of that being researched. Thus, 
researchers can be 'objective' in undertaking research (Denzin and Lincoln, 2000; Hughes 
and Tight, 1995). In the qualitative stance, the researcher interacts with the research 
participants and tries to become close to the research participants and the phenomenon 
under study (Smith and Heshusius, 1986). Concerning the ontological issue of what is real, 
the quantitative researcher views reality as 'out there' and 'objective', independent of the 
researcher (Babbie, 2001; Eisenhart and Howe, 1990). The qualitative researcher views 
reality as subjective and socially constructed by individuals involved in the research process 
(Ticehurst and Veal, 2000; Wildemuth, 1993). Therefore multiple realities, the realities of 
the research participants, of the researcher and of the audience interpreting the study, 
exist. 
Still, the issue here is not one of competing methods or techniques as one of alternative 
paradigms and ontologies. It should rather be seen that these two paradigms represent 
alternative ways of understanding the world and what it is to be human (Eisner, 1988,1991; 
Howe, 1988,1995; Martin and Sugarman, 1993). Patton (1990, p. 39) advocates a 'paradigm 
of choices' that seeks "methodological appropriateness as the primary criterion for judging 
methodological quality". Furthermore, some research projects claim to have effectively 
combined both research traditions (Johnson and Christensen, 2004; Creswell, 2003) in 
integrative or mixed research (Johnson and Onwuegbuzie, 2004; Fielding and Schreier, 
2001). 
In terms of clarifying my research, its focus and aims of understanding, including my way of 
approaching research, I found it very useful when defining the qualitative approach to 
social research, to do so in relation to the quantitative approach. A comparison between 
the underlying philosophies that drive the two paradigms was very helpful (in an analytical 
way) in clarifying which research approach to adopt. 
In consequence, a quantitative paradigm was not seen to be appropriate because this form 
of inquiry seeks objective, categorical descriptions of the phenomena, and aims to provide 
causal explanations in the form of formal laws tested through statistical measures of 
association among variables (Shrag, 1992; Smith, 1983). This paradigm maintains that social 
science inquiry should be objective where time- and context-free generalisations are 
desirable and possible (Nagel, 1986); and where researchers should eliminate their biases, 
stay distant, remain emotionally detached and uninvolved with the objects of study 
(Maxwell and Delaney, 2004). 
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Instead, this study adopts a qualitative paradigm because it enables researchers to 
understand and explain experiences of human beings more deeply than a positivist 
approach (Bartunek and Seo, 2002; Gummesson, 2000,2003); it attends to the social 
construction of meaning, prefers to describe and illuminate the meaningful social world 
(Silverman, 2004) and is concerned with the uniqueness of a particular situation (Myers and 
Avison, 2002). It acknowledges multiple-constructed realities and the fact that research is 
value-bound. It follows an inductive logic, which gives detailed, 'rich', 'context-bound' 
data leading to 'thick' (empathic) descriptions (Silverman, 1998), which shed light on a 
phenomenon. It aims to characterise how people experience the world, the ways they 
interact together, and the settings in which these interactions take place (Spencer et at., 
2003). In this respect, time and context-free generalisations are neither desirable nor 
possible (Schwandt, 2000). 
4.3 Determining the Fit of the Paradigm to the Focus of the Study 
The paradigmatic and methodological decisions revolve around the aim of the research, the 
nature of the research questions (Patton, 1990) and are influenced by the nature of the 
investigated incident (Ellram, 1996); thus ensuring to obtain the richest, most 'valuable' 
data possible. The choice of paradigm depended on the following three aspects (see 
Creswell, 1994): 
- The main purpose of the study and research question, 
the researcher's worldview, and 
the nature of the problem 
The purpose of the study was to explore: 'How do people experience the development of 
'tacit forms of key competencies' while being out of paid work'? Accordingly, the 
interpretive research paradigm was chosen, because it places high regard on the reality of 
the individual and aims at discovering the meaning that events have for the individual who 
experience them (Merriam, 2002). Furthermore, the interpretive paradigm tends to frame 
research problems as open-ended questions that will enable the researcher to gain in-depth 
information that may be difficult to convey quantitatively, and leads to description or 
interpretation of a situation (Silverman, 2000; 2004; Merriam, 2002). As such, the research 
question of 'what does it mean for the individual to develop 'tacit forms of key compe- 
tencies' while running the family household and raising children/looking after the elderly 
at that time in their life? ', and the main research problem 'how do' are descriptive rather 
than prescriptive, and require an inductive approach rather than a deductive one. In 
effect, 'What' questions demonstrate an exploratory research interest and 'How' and 'Why' 
questions indicate an explanatory kind of investigation (Yin, 2003). 
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Therefore, the best way to uncover the 'tacit' dimension and understand the learning 
process is from the individual's point of view (Hassard, 1993) and experience (Smith and 
Heshusius, 1986). Here, positivist research instruments such as questionnaires and 
experiments are likely to be inappropriate in enabling research participants to put their 
'tacit' experiences - something they 'cannot (readily) articulate' - into words. Thoughts, 
meanings, beliefs, values and assumptions involved can be best captured through face-to- 
face interaction (Marshall and Rossman, 2006). Also, the mini-biographies and life stories of 
the research participants, and complex narratives of personal experience, are flawed and 
displaced by quantitative methods (Marshall and Rossman, 2006). These concerns require 
the use of the interpretive paradigm. 
4.3.1 The Researcher's Worldview 
The clarification of and reflection upon the assumptions of the paradigms has determined 
the decision, that the paradigm of positivism is not sufficient for the purpose of my study. 
My philosophical stance is based on the assumption that 'tacit knowledge' and knowledge in 
general depends on the knower and that knowledge is context-specific. This assumption 
embraces a social constructivist position (Berger and Luckmann, 1966), in believing that 
people socially construct the world. This implies that meaning cannot be 'objective' in the 
positivist sense, rather that meaning is constructed by people based on interaction between 
human beings and their social contexts (Crotty, 1998). A qualitative approach means to 
locate inquiry within the process and context of actual human experience (Altheide and 
Johnson, 1994). This study pictures the personal and subjective way, in which individuals 
develop situational and contextual 'tacit knowledge', rather than providing objective 
factors or of predicting the outcomes of the examined phenomenon (Creswell, 1994). 
The positivist paradigm, furthermore, reduces the complexity of human nature. It 
disconnects human beings from the natural world (Barlas, 2001). It separates the 
acquisition of 'tacit forms of key competencies and development of 'tacit knowledge' from 
the individual (Jones and Moore, 1995). In consequence, the implicit 'learning process' and 
development of 'tacit forms of key competencies' is not seen as internally related to the 
individual. The vast majority of research on 'tacit knowledge' is linked to the theory of 
human capital (Boud and Garrick, 1999) and HRD; where little information exists regarding 
learning involving sense, perception, feeling and awareness (Clark, 2001). 
Since the positivist stance assumes that knowledge is objective, context and value-free, 
such processes as intuition, insight and emotion, are not considered (Muchinsky, 2000). 
Therefore, the positivist stance disregards the 'human side' (Tisdett, 2003) of the 
development process of 'tacit forms of key competencies'. 
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Likewise, positivism or 'objective' research undertakes a division of reality into thinking 
beings and material objects, which is defined as the Cartesian split between the subjective 
thinker and the objective world (Crotty, 1998). This separates the researcher (the Cartesian 
knowing subject) from the respondent (the object of the research). Whereas interpretive 
research puts the researcher/subject into the context of a situation so as to understand it 
and the object is to become an active participant in the knowing process. A qualitative 
approach is concerned with understanding learning from the learner's perspective (Marton 
and Saljo, 1997). It lends itself well to an exploratory effort and is especially useful for 
complex subjects or phenomenon because it holds the experiences and views expressed by 
individuals to be central in the debate (Atkinson and Silverman, 1997). 
For myself, the choice to undertake research using an interpretive paradigm rests on the 
interpretive assumptions (epistemological, ontological and methodological), based on the 
earlier discussion, and which draws on its 'phenomenological ontology' which rests on a 
non-dualistic ontology, one that seeks to avoid the dualism of mind and matter, the 
Cartesian split. This issue is central to the study and is also inherent in the nature of the 
research problem and phenomenon. 
4.3.2 The Nature of the Problem: Developing 'tacit forms of key competencies' 
This study is set in the context of VET and CVT and the related fields of adult education 
and HRD. Within this context, research into the development of 'tacit knowledge' and 
competencies is heavily informed by the traditional prevalent paradigm, the rationalistic 
perspective (Ellström, 1994; Attwell, 1997), which is based in 'technological rationality' 
(Nonaka and Takeuchi, 1995), derived from the human capital theory (Becker, 1964) and 
from the mechanistic world picture of Cartesian-Newtonian science (Corbett, et at, 1991). 
Consequently, this approach to competence is positivist in nature and draws on 
functionalist social theory and behaviourist psychology (Marshall, 1991; Hodkinson, 1992; 
Jacobs, 1997). In consequence, human beings are being perceived as information processors 
whose behaviour can be described according to rules and laws. 
This research paradim, as a 'behaviourist model' (Jones and Moore, 1995), equates 
competence with performance. It emphasises outcomes and performance-based 'skill 
inventories' (Gael, 1988; Armstrong, 1991), which are derived via functional analysis (Fine 
and Wiley, 1971) in a Tayloristic way. More specifically, competence is regarded as an 
attribute-based phenomenon, described as constituted by a specific set of attributes such 
as knowledge and skills, which workers use to accomplish their work (Sandberg, 2000). In 
this view, a list of skills is regarded as directly representing actual practices in everyday 
life (Jones, 1999), [and in work, as subscribed to in the aims of the NVQ system (Madden 
and Mitchell, 1993)]. 
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In applying this rather narrow technical-rational perspective on issues of competence and 
competence development, human competences are seen as externally related to human 
beings, as a list of attributes and standardised competences or skills related to a list of 
work activities. Such descriptions of human competence are indirect, not direct. This view 
originates from a dualist ontology and objectivist epistemology where competence is seen 
as consisting of two separate entities: a set of attributes possessed by the worker and a 
separate set of work activities (Sandberg, 2000). And, where the person and the world are 
externally related to each other. The world, here, refers to an objective, knowable reality 
(Husserl, 1970/1936; Bernstein, 1983; Schön, 1983; Searle, 1992). 
This underlying assumption of a dualistic ontology then implies a division of the phenomena 
of the development of 'tacit forms of key competencies' into two separate entities, the 
individual and the (learning) experience (Clark, 2001). Thus, the process of the 
development of 'tacit forms of key competencies' is externally related to the individual. In 
this 'technique-oriented approach' (Numinen, 1988) knowing is separated from doing and 
competencies and skills are treated as having some independent reality (Assiter, 1995). 
Such a positivist and rationalist approach to 'tacit' competence development not only 
prevents people from achieving beyond predetermined guidelines and from achieving their 
full potential (Collins, 1991); it furthermore focuses only on specific and pre-defined skills 
(Winning, 1993). Accordingly, it fails to capture the 'tacit dimension' of the experience and 
fails to identify the whole range of 'tacit forms of key competencies' (Corbett et at, 1991; 
Ellström, 1994; Sandberg, 1994; Heidegger, 1997). 
Applying a positivist/ rationalist approch to 'tacit knowledge' development and implicit 
learning processes produces fragmentary and atomistic descriptions of competence and 
competence development (Chown and Last, 1993), leaving out, first of all, the internal 
relation of the development of 'tacit forms of key competencies' in the individual, and 
secondly, the 'tacit dimension', the focus, level and inclusion of the individual. Here, then, 
competence is perceived in terms of attributes and narrow technical skills; where an 
individual's meaningful experience of practice is ignored (Datl'Alba and Sandberg, 1997; 
Jones and Moore, 1995). 
The chosen interpretive paradigm, as a 'holistic model' (Jones, 1999), acknowledges a 
'holistic' concept of competence, knowledge, abilities, skills and attributes, and was felt to 
be more appropriate for capturing the process of developing 'tacit forms of key 
competencies'. It emphasises contextual aspects of competencies and acknowledges 
individual meaningful experiences of action, practice and work (Crowdes, 2000). Thus, lists 
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of skills and competences are treated as indices, referring to some broader text of social 
practice (Jones, 1994). And, as such, they are 'fluent', in flux, and incomplete (see chapter 
3, part 2: the starfish model: a generative approch to competencies). 
In the chosen paradigm, competence is described as the relationship between the inner 
(the person) and the outer (the social). Competences, skills, 'tacit knowledge' and 'tacit 
forms of key competencies' are internally related to the individual through the individual's 
experience of the development (Jones and Moore, 1995), see Figure 4.3, because 
"competence is tacit, informally acquired, culturally embedded and contextually located in 
practice" (Jones and Moore, 1995, p. 88). 
Development of 1--ý Experience 
'tacit forms of key 
competencies' 
Human Being 
Figure 4.3: The inter-relationship of 'tacit knowledge', the individual and experience 
The development of 'tacit forms of key competencies' is defined as a development of 
'personal', implicit knowledge, based on doing, action and experience of undertakings, 
which the individual is not aware of (Eraut, 2000). 'Tacit knowledge' is "... deeply rooted in 
action and in an individual's commitment to a specific context" (Nonaka, 1991, p. 98). It is 
"typically acquired on the job or in the situation where it is used" (Sternberg, 1994, p. 28). 
'Tacit knowledge' is furthermore personal knowledge (Polanyi, 1967), and is so embedded 
in the individual that it seems entirely natural (Ravetz, 1971). And, because 'tacit 
knowledge' and skills are deeply ingrained in people, well assimilated by people and 
integrated into routine behaviour (Barer-Stein, 1989), they are implicit and taken for 
granted (Nelson and Winter, 1982). 
In order to understand the process of developing person-bound, situational or contextual 
'tacit forms of key competencies' and to reach for the meaning of the subjective 
experience from the individual's point of view, an interpretive paradigm was adopted, 
which enabled the research participant and the researcher first of all to grasp the 'tacit' 
dimension. And, secondly, to make the 'tacit' dimension of the experience 'explicit' and 
'tangible', because "'tacit knowledge' has a personal quality, which makes it difficult to 
formalize and communicate" (Inkepen and Dinur, 1998, p. 456). In view of this, the 
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interpretive approach aims at acquiring a rich and empathetic understanding of social life 
aspects and experiences (Smith and Heshusius, 1986). 
As such, the methodology is concerned with capturing the 'tacit dimension', the 
experiences and the meaning that people draw from their experiences. The chosen 
research methodology facilitates the 'explication' and 'telling' of the experience. 
4.4 Justification for a Qualitative Research Methodology 
Given the positivist/ rationalistic approach, I argue, in order to progress in making the 'tacit 
dimension' apprehensible and tangible for individuals, I cannot rely on this tradition. All 
previous discussion on 'tacit knowledge' has shown that human experiences cannot be 
understood through reductionist measures (Mishler, 1990; Giorgi, 1992). 
Instead, a scientific approach is needed, that is not based on a dualistic ontology and 
objective epistemology, because "... we live today in a globally interconnected world in 
which biological, psychological, social and environmental phenomena are all 
interdependent. To describe this world appropriately we need an ecological perspective 
which the Cartesian world picture does not offer" (Capra, 1982, p. XVIII). 
The weaknesses expressed earlier do not make the technique-oriented approach obsolete 
or 'wrong', they rather explain the approach to be insufficient for the purpose of this 
study. Preferrably, a human-centred approach is needed, which relates the individual to 
the natural, social and biographical background (Winograd and Flores, 1986). Enabling the 
description of the 'tacit dimension' as it manifests itself in the individuals' experience, 
here the 'tacit' accomplishment of tasks and chores in daily lives. 
Hence, qualitative research methodology is an opportunity to generate understanding based 
on 'subjective' interpretations of people (researcher and research participants). In the 
sense, of understanding how people 'experience' and 'interpret' their realities (Wildemuth, 
1993; Kaplan and Maxwell, 1994). In attempting to uncover a deeper understanding of 
human behaviour, the researcher has to go beyond description and definition to reach for 
the meanings people attach to their experiences (Warren, 2002; Boland and Pondy, 1983). 
These premises encourage a research methodology, which combines the requirement of 
maintaining the perspective of the research participants ('seeing through the eyes of') 
(Kaplan and Maxwell, 1994) with the academic demands of intellectual analysis which 
entails some abstraction and some movement away from the purely phenomenal (Bryman, 
1988). In consequence, this study adopts a qualitative methodology that allows the 
constructed reality of individuals to be captured (Schütz, 1945,1953; Berger and 
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Luckmann, 1966) because "in examining the qualities of experience one arrives at the 
essence of the experience" (Field and Morse, 1994, p. 27). 
The research participant's experience, which is inscribed in the life course or the biography 
of the research participant embodies a 'learning career' (Bloomer and Hodkinson, 1999, 
2002) and an 'interrupted occupational biography' (Evans et at., 2002). To get to the core 
of this experience, the approach is based on three methodological elements: biography, 
phenomenology and ethnography are combined to empirically research the development of 
'tacit forms of key competencies' and to make the 'tacit dimension' explicit. 
4.5 The Combination of Biography, Phenomenology and Ethnography 
In this section, the premises of a methodology are set out, that allow the exploration of the 
biographical and 'tacit' experience of the development of 'tacit forms of key 
competencies'. (Auto)biographical research, ethnography and phenomenology and are 
among the wide range of qualitative approaches used to study the phenomena (Anderson, 
1998), which are combined in this study. 
In this study, the exploration, description and interpretation of the meanings of the 
research participants' experiences reflect an attempt to understand their experiences in a 
holistic way (Munhall, 2001), including several aspects of the lived experience, such as 
emotions, hopes, aspirations and confidence (Yorks and Kasl, 2002). For the purpose of 
interpreting and understanding experiences the unification of the elements of biography, 
phenomenology and ethnography seems appropriate. These elements are integral to this 
study's design. 
'Tacit knowledge' development is 'tacit', subjective and 'personal' learning. Investigating 
the subject matter, the complexity of 'tacit' or 'personal knowledge' in an informal, 
'biographical' learning context, calls for a process of inductive, semi-structured research 
(Silverman, 1993), for observation and inquiry. Verbalising this 'tacit' knowledge, its 
subjective and context-specific dimensions can only be revealed through an interpretive 
approach unifying elements of biography (Miller, 2000), ethnography (Van Manen, 1988; 
Altheide and Johnson, 1994; Hammerstey and Atkinson, 1995) and phenomenology (Eisner, 
1991; Moustakas, 1994). The integration of these three elements in this interpretive 
approach (Denzin, 1989) was considered to best serve the exploration and explication of 
the 'tacit dimension' and 'tacit knowledge' potential inherent in the life history stories 
that were to be collected. 'Biography' is used as a category to describe and analyse the 
impact of complex social processes on the lives of individuals. This category aims at 
understanding the learning and actions of individuals in relation to their social context. it 
refers to the construction and reconstruction of personal identity, a 'learning biography' 
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(Alheit, 1992) and the construction and reconstruction of a life-world related sense which 
equals social and 'tacit knowledge'. Here, biography is not considered as a chronological 
sequence of events, but as a continuous process of interpretation of life experiences 
(Miller, 2000; Vorländer, 1990). 
In using this interpretive research approach, the researcher asks the research participant to 
tell his or her story with respect to the subject of investigation. Elements of ethnography 
(Denscombe, 1998) seek to describe and analyse part of this ('out of paid work', home- 
maker, carer, dad/mum at home) culture. Ethnography concentrates on the individual 
views or shared views and aims to describe the 'cultural' knowledge of the participants, a 
description of their daily lives and routines (Hammersley, 1992). This study concentrates on 
the descriptions people give to their daily lives and routines, and allows for a number of 
views to be examined at the same time with the goal of understanding. By encouraging 
research participants to describe their cultural world, and by providing them with the 
opportunity to describe their experiences in their own terms (Sorrel( and Redmond, 1995), 
the researcher can build an overall picture of the development of 'tacit forms of key 
competencies'. 
In addition, phenomenology seeks to clarify the nature of the phenomena under study in 
the 'life world' of the individuals experiencing them (Held, 1996). It provides a focus on the 
'lived experience', which aims at uncovering the concealed meaning in the phenomenon 
and the meaning it holds for the individual (Van Manen, 1990). 
Due to the 'tacit' dimension of the experience, the aggregation of the descriptive data 
would not in itself answer the question of 'how do the individuals' experience the develop- 
ment of 'tacit forms of key competencies? ' Although, the ethnographic element might have 
shed light on the participants' feelings, emotions and opinions, only the addition of a 
phenomenological element can deal with the question of 'what meaning can be found in 
the words of the participants which tells us about the development of 'tacit forms of key 
competencies? ' and 'what does it mean for the individual? ' The narrative description 
provides rich, in-depth data and offers a scaffold to the broader picture of the phenomenon 
of the development of 'tacit forms of key competencies'. 
In summary, the interpretive paradigm used to explore individuals' 'tacit' experiences is 
based on and combines elements of biography, ethnography and phenomenology, because 
the complexity and comprehensiveness of the subject matter require this unifying 
(pluralistic) interpretive approach. In using a multidimensional approach to research, the 
researcher may come closer to understand both her/his own personal interpretation of the 
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research phenomenon and the experiences of the research participants (Schwandt, 1994). 
The three theoretical perspectives are brought together in the next section. 
4.5.1 The Biographical Element 
The experience of developing 'tacit forms of key competencies' is inscribed in the 
biography of the research participants. The biographical perspective locates the 
development of 'tacit knowledge' into the experience and life course of the individual. In 
this study, qualitative life history and biographical research offers a valuable window into 
the development of 'tacit knowledge' and 'tacit forms of key competencies'. Thus, we can 
see how people do relate to their own 'tacit' competence development as situated in their 
biographies. 
Biographical methods in the study of adult learning give greater prominence to personal 
and social meanings, as well as the active role of people as moral agents and participants in 
the creation of learning (Edwards, 1993); as well as social, educational and psychological 
processes (Miller, 2000). This study embraces a biographical approach, which is well 
established in European adult education research (Merrill, 1999a, b; Alheit and Dausien, 
2001) as "a framework for exploring the subjectivity, complexity and context of human 
behaviour, enabling respondents to reflect upon, interpret, give meaning to and construct 
past events and experiences within a social context" (Crossan et at., 2003, p. 58). 
With this understanding, the biographical approach of this study determines the focus on 
the life stories of adults in order to connect past and present lives towards attitudes and 
awareness of the development of 'tacit forms of key competencies'. It refers to the self- 
reflexive (Giddens, 1991), sense-making, organisation of (social) experiences of individuals 
because people seek to make sense of their daily-lived experiences. 
The narrated life story represents the biographer's overall construction of his or her past 
and anticipated life because individual experiences are always embedded in a coherent, 
meaningful context, and constitute a biographical construct. In short, this means that 
'experience equals knowledge', because knowledge is always 'articulated biographically' 
(Schütz and Luckmann, 1979). In narrating and reflecting upon past periods and phases in 
their lives, research participants spoke about how experiences of mother/parenthood, 
family life, periods of employment and unemployment, impacted upon the development of 
'tacit forms of key competencies'. Through this plotting of a life story, the integration of 
successive life events into a meaningful whole (Polkinghorne, 1988) was achieved. Here, 
biographies are used to reach beyond the mere description of life stages and events to the 
negotiation of action, learning and knowledge development in everyday life, reaching for 
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the 'taken-for-granted', routine action, coping and learning strategies - the 'tacit 
dimension' of knowledge and competency development. 
The biographical representation of the development of 'tacit forms of key competencies' 
locates the development in interwoven parallel histories (work history, family mile-stone 
events, personal significant events) of the individual. It clarifies and structures the 
interlinkage of biographical events and 'tacit knowledge' development. It also enables a 
temporal ordering of biographical phases and periods in the development of 'tacit forms of 
key competencies'. Thus, by exploring the way people develop 'tacit forms of key 
competencies' -through the analysis of their biographies-, it is possible to recall and 
reconstruct actions and learning situations, which have led to the development of 'tacit 
forms of key competencies'. Using people's own stories involves re-conceptualisation, and 
an exploration of one's past experiences, and how diverse factors have shaped perceptions, 
values, attitudes and behaviours (Miller, 2000). 
In addition, the biographical approach places the voices of participants central to the 
research process, and enables them to be heard (Reinharz, 1992), as they reflect upon, 
interpret, give meaning to and construct past events and experiences within a social 
context. "People live lives with meaning. Biography ... looks at how subjects give subjective 
meaning to their life experiences" (Denzin, 1989, p. 14). The biographical/ life history 
perspective or element in the research approach combines the intention of taking into 
account the economic, social and cultural embeddedness of life courses and the intention 
to understand the individual meanings and decision-making processes that underlie 
sequences and transitions in life (Heinz and Krüger, 2001). This approach provides a 
framework for revealing the subjectiveness, complexity and context of human behaviour, 
because it emphasises the individual social actor, stressing personal experience as the 
subject matter of the biographical interview and seeks to reveal the content of a 
participants' mind (Atkinson and Silverman, 1997). 
In this methodology and conceptual framework 'learning' is furthermore understood in a 
broad sense as the social process of making, shaping and transforming social experiences 
through changing situations over periods of time (Dausien, 1998). This study's methodology 
draws on the educational, theoretical perspective of 'biographical learning' (Alheit and 
Dausien, 2002). 'Biographical learning' "is seen as the (trans)formation of experience, 
knowledge and action structures in the context of people's life histories and life worlds" 
(Alheit and Dausien, 2002, p. 11). This perspective takes as its starting point the life history 
perspective of the actual learner (Krüger and Marotzki, 1995,1999) in the sense of a 
'phenomenological concept learning' (Schulze, 1993a, b; Alheit and Dausien, 2002). 
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4.5.2 The Phenomenological Element 
As established earlier, the main feature of the interpretive approach is its phenome- 
nological base, which stipulates that person and world are inextricably related through the 
person's lived experience of the world (Berger and Luckmann, 1966; Gadamer, 1960/1994; 
Heidegger, 1927/1962; Husserl, 1900-1901/70; Schutz, 1945,1953). The phenomenological 
perspective of this study aims at revealing the meaning of the experience of developing 
'tacit forms of key competencies'; and the development of 'tacit knowledge'. The 
underlying assumption of phenomenology is that human experiences can be described in 
order to learn how we get meaning from our experiences (Eichelberger, 1989). 
Phenomenology focuses on the world that the study participants subjectively experience 
and aims at understanding the meaning of experiences in everyday lives (Anderson, 1998). 
In an attempt to represent the experiences of the observed accurately (Anderson, 1998) 
and to gain deeper insights into human nature (and understandings of the nature of human 
activity), phenomenology asks the question, 'What is this experience like'? or 'What is the 
meaning of something'? In doing so, it attempts to illuminate and explain phenomena [and 
the concealed meanings embedded in the words of participant narrative (Maggs-Rapport, 
2000)] rather than taxonomize or abstract it (Van Manen, 1990). 
Giorgi (1992) describes the phenomenological ideas about human experience as having two 
different meanings within social science: one loose and generic meaning, such as 
ideographic, subjective or personal knowledge, and one more strictly defined meaning, 
such as the study of consciousness. Both have been subject to this study. 
In a step towards the understanding and analysis of the experiences, the experiences are 
then 'reduced' to a central, 'core meaning' or the 'essence' of the experience (Moustakas, 
1994), which here include feelings and emotions. The aim of reducing the lived experience, 
the 'phenomenological reduction' (Giorgi, 1990; 1992), to its basic meaning is to condense 
the core meanings and to create an essence of the lived experience. Through identifying 
the basic meaning or the core essence, it is possible to describe essential aspects of the 
development of 'tacit forms of key competencies'. This furthermore guides the researcher 
to use him- or herself as an interpreter in the research process. 
4.5.3 The Ethnographic Element 
Ethnography literally means a description of people or cultures, where attention is given to 
the way the people being studied see their world (Denscombe, 1998). Ethnographic 
research comes from the discipline of social and cultural anthropology where 
"ethnographers immerse themselves in the lives of people they study" (Lewis, 1985, p. 380) 
and seek to place the phenomena studied in its social and cultural context. 
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Ethnography is interested in the descriptions people give to their cultural world, providing 
them with the opportunity to describe their experiences in their own terms (Sorrell and 
Redmond, 1995). It is generally concerned with finding out how the members of the group 
and/or culture being studied understand things, the meanings they attach to happenings, 
the way they perceive their reality (Denscombe, 1998). In this respect, "'good' 
ethnographies reflect 'tacit knowledge', the largely unarticulated, contextual 
understanding" (Altheide and Johnson, 1994, p. 492) as presented in this study. 
In recent times, the ethnographic inquiry of routine and normal aspects and facets of social 
and everyday life is regarded as a research topic. In this context, ethnography refers to the 
study of cultures and groups - their life-style, understandings and beliefs within 'our own' 
society (Denscombe, 1998). The investigation of the context and culture of the group of 
people developing 'tacit forms of key competencies' takes place within 'our own society'. 
The challenge then, for this qualitative and ethnographic research is to "do the work of 
understanding and presenting various life worlds and their important participants" 
(Altheide and Johnson, 1994, p. 498). "Clarifying the nature, context, process, significance, 
and consequences of the ways, in which human beings define their situations" (Altheide 
and Johnson, 1994, p. 498) shows that "ethnographies display 'tacit knowledge'" (ibid., 
p. 492), and as such the development of 'tacit forms of key competencies'. 
This kind of research "shifts the focus of research from the perspective of the ethnographer 
as an outsider to a discovery of the insider's point of view. Ethnography is not merely an 
objective description of people and their behaviour from the observer's view-point. It is a 
systematic attempt to discover the knowledge that a group of people have learned and are 
using to organize their behaviour" (Spradley and McCurdy, 1972, p. 9). And specifically, to 
'discover' and 'unravel' the 'tacit' dimension and 'tacit knowledge'. 
Consequently, this study emphasises the importance of understanding things from the point 
of view of those involved, as proposed in ethnography, to grasp the native's point of view, 
his (her) relation to life, to realize his (her) vision of his world" (Malinowski, 1922, p. 25). 
Therefore, the ethnographic element of this study is concerned with "recording and 
interpreting another people's way of life" (Nader, 1993, p. 7). 
Including an ethnographic element in this research "is directed towards producing what is 
referred to as 'theoretical', 'analytical', or 'thick' descriptions (whether of societies, small 
communities or social worlds). These descriptions must remain close to the concrete reality 
of particular events but at the same time reveal general features of human social life" 
(Hammersley, 1990, p. 598), thus showing an interplay of the issues raised before. 
Ethnographic research should achieve "both rich and intensive description and 
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generalizability" (Woods, 1979, p. 268) because the main goal of an ethnography is 
understanding (Altheide and Johnson, 1994). The final account is more than just a 
description, it is a construction, not a direct 'reproduction', a photograph, but rather a 
crafted construction - including the ethnographer's own experience (Denscombe, 1998). 
The interpretive social sciences then provide the strategies suitable for data collection, 
recording and analysis (Creswell, 2003), which are discussed in chapter 4 and in chapter 5. 
4.6 Selection of Research Participants 
4.6.1 Study sample 
This study addresses two target groups and focuses on individuals who were either enrolled 
on a 'return-to-work' course or who had already returned to work. Initially, I planned to 
undertake 40 interviews altogether, 20 interviews with people who were at the time of the 
study enrolled on a return-to-work course and 20 with people who had already returned to 
work. Seven people cancelled their participation - which left 33 participants. According to 
the study rationale, interviewees were divided into two main categories: 
1. Category 'on course': The first target group contains unemployed people (of both 
sexes), currently enrolled on courses in CVT, aiming to re-enter the labour market. 
These are individuals with a rather continuous occupational biography, that is, one 
without many interruptions. Most of whom had experienced a period of unemployment 
due to lay-offs and redundancy. Amongst them are women, either holding a VET 
certificate or not, whose occupational career was interrupted by taking on the task of 
running a family household. Due to a rather long interruption in their learning 
experience, studying on CVT courses wilt be a rather unfamiliar experience for some. 
2. Category: 'returned-to-work': This target group consists of people who had already 
returned to the tabour market after completing a CVT or 'return-to-work' course. 
This classification helped to structure and categorise the data. Within these two categories, 
outlined in table 4.2, the interviews were realised with four subgroups of interviewees. 
Firstly, male and female participants of CVT courses (who show a rather continuous 
occupational biography), secondly, female students who are trying to re-enter the labour 
market after a period of interruption in their occupational career for family reasons 
('women returners'). Thirdly, males and females who returned to work after completing a 
CVT course and finally, former female participants of CVT courses who successfully 
returned to work. 
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Category Women returners Other (male and female) 
individuals 
'On course' 
Actual participants on a CVT- or 
'return-to-work' course 10 4-G. - 8 total 18 
'Returned to work' 
Participants succeeded in 
returning to work /new 
occupational fields 
total 15 40- 9 40- 6 
Table 4.2: Categories of research participants 
Altogether, 33 research participants participated. 18 people from five different 'return-to- 
work' courses and 15 individuals from private school contacts who volunteered to take part 
in the study. Consistent with the criteria of interpretive research, potential research 
participants were sampled according to theoretical rather than to statistical criteria (Glaser 
and Strauss, 1967). They had to be 'experts concerning the subject matter of the research' 
(Glaser and Strauss, 1967), in managing a (family) household, and had to agree or to 
volunteer for one interview to which they gave informed consent. Since the primary goal of 
the study was to understand the participants' experience of developing 'tacit forms of key 
competencies', the sampling method did not seek to obtain a 'representative' sample. This 
accords with the quest for explanation in qualitative research. Here, the selection of 
people, the sample, emerges as a sequence of decisions based on the outcomes of earlier 
stages of the research process (Lincoln and Guba, 1985). Chapter 6 provides a detailed 
description of the 33 respondents taking part in this research. 
4.6.2 Non-Probability, Purposive Sampling 
The sampling strategy used in this study and the selection of the research participants for 
the study did not take place at random. A purposive sampling of research participants as a 
non-probability sampling strategy was necessary for the purpose of the study as the choice 
of research participants was critical for the research (Denscombe, 1998). The usual 
procedure for selecting research participants for biographical research is that of 'selective 
sampling' (Schatzman and Strauss, 1973). Research participants were chosen on a 
conceptual basis and invited to participate according to their relevance to the topic of 
investigation and were therefore seen as valuable contributors to the illumination of the 
research phenomenon and question. 
4.6.3 Sampling Criteria 
Two target groups of research participants were selected according to the purpose of the 
study. The first group of research participants represents 18 CVT students, mainly women 
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who experienced long interruptions in their working careers due to raising their children. 
The second group consists of 15 former CVT students of both sexes who had returned to 
paid employment after having experienced a period of unemployment in their lives. The 
research focus requires two 'target groups', because the group who had already returned to 
work, is seen as having moved on from being solely responsible for managing the family 
household and the research participants are able to reflect 'from a distance' on their 
experiences. Whereas the other group of research participants, who are still enrolled on a 
return-to-work course, are still in the process of developing 'tacit forms of key 
competencies' while being 'out of paid work'. They are able to tell, express and explain 
their 'immediate' situation and experience it first hand, without a difference or lapse in 
time. 
Two main criteria for the choice of the target groups are essential for the research: a) the 
inclusion of mothers and b) the inclusion of people who had low level or no school 
certificates and who had not spent a long period of time in the educational system. The 
target group 'on course' was supposed to include mothers who had spent a long period of 
time out of the labour market due to raising their children. It was assumed that especially 
mothers would develop a wide range of 'tacit forms of key competencies' and not see, rate 
and value their developed 'tacit forms of key competencies' very highly. And second, for 
those people with no or low level school leaving certificates and those who spent a short 
period of time in the educational system it is assumed that they do not recognise and value 
their developed 'tacit forms of key competencies' due to their social and cultural 
background. 
These criteria are integrated in the biographical interviews as they emphasise the socio- 
cultural background of the research participants. The assumption is that people with low 
level or no qualifications do not recognize and value their developed 'tacit forms of key 
competencies' as much as people who have achieved higher levels of qualifications. This 
assumption is investigated and exemplified in the data analysis, where special emphasis is 
put on the social structure of the research participants' and is derived from chapter 6. 
4.6.4 Snowballing 
The research participants already 'returned to work' were recruited through a process of 
reference from one individual to the next. This sampling strategy, the process of 
'snowballing' (Denscombe, 1998), started when I invited five mothers in my daughter's 
school to participate. I had prepared a short explanatory letter beforehand which 
explained the purpose of the research which I also handed out to other mums. The five 
mothers agreed to participate and 'spread the word' that I needed people who would like 
to be interviewed. I also contacted people who were suggested by my former research 
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participants. The advantage of this process was that all research participants met the needs 
and characteristics of the purpose of the study as they all had been out of the labour 
market due to motherhood and family commitments. Finally, I managed to locate nine 
'women returners' and six other females and males who had gone back to work after 
completing a 'return-to-work' course. 
4.7 Locating Research Participants 'On Course' 
Locating people in the category 'on course' turned out to be far easier, as all the colleges 
offered help and assistance in terms of access to their 'return-to-work' courses and I was 
welcome to ask students to participate. The research participants for the group 'on course' 
were contacted through two local FE colleges that offered 'return-to-work' courses and 
research participants from five different courses were approached. The five 'return-to- 
work' courses were: a) Pre-vocational training (PVT) course, b) Basic Employability course, 
c) Childcare course, d) Business Administration course and d) IT -training course (a 
description of the features and characteristics of the 'return-to-work' courses (CVT 
courses) is provided in Appendix A). 
It was assumed that full-time mothers were to be found particularly in the childcare 
course. And research participants with no or low level school leaving certificates were 
assumed to be found in the pre-vocational training (PVT) course and Basic Employability 
course, because these courses specifically targeted people with no or low level school 
leaving certificates and no or low literacy or numeracy skills. Within this group it was the 
most difficult to find people willing to take part in the study. Two people withdrew their 
given consent just before the interviews were to take place. Their decision were accepted 
and they were assured that it was perfectly reasonable to change their minds. Finally, I 
located 18 people for the category 'on course' who were willing to take part in the 
research. The interviews took place in the two colleges, either in the cafe or an empty 
classroom, wherever the research participants felt most comfortable. 
4.8 Gaining Access to the Colleges and Courses and to the Research Participants 
Gaining access to people and places is a crucial part of successful ethnographic research 
and to gain access should not be seen as taken for granted (Cassell, 1988). Data were 
collected from mature students on 'return-to-work' courses in two FE colleges. Before the 
fieldwork or the interviews in the colleges could take place, key people in the colleges had 
to be identified and asked for assistance. Also, permission for access to the college and 
courses had to be requested. The first step of gaining access to the research participants on 
'return-to-work' courses was to contact the principal or head of the respective colleges, 
which offered relevant 'return-to-work' courses. I talked informally about the research 
study and submitted a formal letter of request stating the purpose of the study. After 
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agreeing and giving permission, the head of department selected possible courses 
(according to the objectives of the study) which could be approached. The head of the 
college then introduced me to the relevant tutor; the tutors were informed about my 
intention and invited to take part. Especially in the cases of the PVT, Basic Employability 
Training and the Childcare course the tutors showed a great deal of interest in my study 
and were glad to help me. The tutors 'prepared' their students on the courses and 
introduced me to them. Being introduced by someone in authority and being 
'recommended', helps to strengthen the researcher's position in order to work in the 
environment (Fetterman, 1989). In an introductory meeting I had the chance to give an 
overview of my study, its general aims and discuss any further questions. It was emphasised 
that taking part was totally voluntary. A time schedule was created for people to identify 
when and where they were free to be interviewed. 
Gaining access is a continual process in fieldwork research (Burgess, 1982) because research 
is a process conducted over a period of time. Gaining access can furthermore be 
understood as forming the establishment of relationship with the research participants and 
allows the researcher into the world of people involved (Hammersley and Atkinson, 1983). 
Being trusted and achieving a relationship with its participant members is a key issue for 
(ethnographic) qualitative research, because it influences the quality of the study 
(Fetterman, 1989). I contacted and met people at least five times, at the initial meeting, in 
the colleges, on the school grounds, on the phone, discussing times, dates and places of the 
interview, clarifying issues emerging from the interviews and finally for the 'verification' of 
and 'checking' of my conclusions. During this time, a personal 'feel' came to the situation 
as people recognised me and it felt like a shared encounter. Thus, 'close' relationships 
were formed with the research participants. I was impressed that the majority of people 
showed a genuine interest in my study and asked about how things were progressing which 
created a good feeling between us. 
4.9 Conclusions 
This first part of chapter 4 has examined issues relating to the research methodology. In 
studying the two different paradigms it has been reasoned that the interpretive approach is 
the most suitable approach for the exploration of people's development of 'tacit forms of 
key competencies'. It was best suited for the purpose of the study to gain understanding of 
the perceptions of participants who have a shared experience and to describe these 
subjective experiences (Berg, 2004; Creswell, 1998; Merriam, 2002; Schwandt, 2001). 
As such, this chapter charts the 'human process' of methodological choice (May, 1994). For 
myself, it meant 'engagement' in methodological understanding of the research because 
the methodology develops from the researcher's ontological and epistemological stance 
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(Denzin and Lincoln, 1994). In consequence, an adequate conceptualisation and 
understanding of the canons of the adopted perspective, the philosophical foundation 
(Baker et at., 1992; Stern, 1994) of the research have been discussed and explained white 
setting out the premise for a methodology that allows to empirically study and explore the 
development of 'tacit forms of key competencies'. 
Finally, this chapter details the selection of the research participants and colleges. The 
second part of the methodology chapter explains the rationale for qualitative research 
methods in outlining "the skills, assumptions, and practices used by the researcher when 
moving from a paradigm and a research design to the collection of empirical materials. 
Strategies of inquiry connect the researcher to specific approaches and methods for 
collecting and analyzing empirical materials" (Denzin and Lincoln, 1994, p. 202). 
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CHAPTER 4: RESEARCH DESIGN AND METHODOLOGY - Part 2 
4.10 Introduction 
Having established the primary research question, the resulting objectives and the research 
design ethos, part 2 lays out the data collection process, and acknowledges and defends 
the research methods chosen for this research. It holds the experiences and views ex- 
pressed by the research participants to be central in the described actual structure of the 
research. 
Whereas the literature review provided the basis for the development of a research frame- 
work and research tool for capturing the 'tacit dimension', this part then outlines the data 
collection activities, such as the biographical, in-depth interviews which were enhanced by 
the creation of mind maps and mini-biographies. Conversations, peer debriefing and par- 
ticipant feedback ensured an optimum of authenticity, in the sense that the research par- 
ticipants' perspectives have been reported as clearly and accurately as possible (Morse and 
Field, 1996). Creating mini-biographies furthermore supported the study's concern for 
'thick description' and inclusion of affective aspects of the experience. Finally, trustwor- 
thiness, authenticity and reflexivity are considered. This research design embraces a con- 
scious self-understanding of the research process (Yin, 2003), where the researcher must 
confront the preconceptions that guided the original research design with the data that 
emerge through the research process (Janesick, 2002). Because, "what we call data is 
really our own constructions of other people's constructions of what they and their compa- 
triots are up to" (Geertz, 1973, p. 9). 
Consequently, interpretive research with its appropriate data collection activities provides 
contextual depth, and the fieldwork allowed me to develop a broad picture of the ways 
individuals define their personal situation. Subsequently, I learned about the myriad ex- 
periences that contributed to the development of 'tacit forms of key competencies'. 
4.11 Data Collection: Methods and Issues 
A research method is an approach to addressing a research question or problem" (Ander- 
son, 1998, p. 85); which is shaped by the methodology (Mason, 1996). Strategies of inquiry, 
or research methods, comprise skills, assumptions, and practices used by the researcher 
when moving from a research question to a paradigm or perspective, to a research design 
and then to the empirical world; to the collection of empirical materials (Denzin and Lin- 
coln, 1994). Such contextual inquiry requires the use of self as the instrument, the use of 
the investigator's implicit knowledge, a natural setting, purposive sampling, and inductive 
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data analysis (Lincoln and Guba, 1985); all inherent in the interpretive approach (Denzin, 
1989) and applied to data collection and analysis in this study. 
Given the study's concern for understanding individuals' meanings and for providing a rich 
description of people's experiences, meaning oriented methods were preferred. These 
methods confer the tenet of qualitative research, which "involves the studied use and col- 
lection of a variety of empirical materials - case study, personal experience, life story, in- 
terview, observational, historical, and visual texts - that describe routine and problematic 
moments and meanings in individuals' lives" (Denzin and Lincoln, 1994, p. 2). In order to 
gain data on and 'deep' insights into the experience of developing 'tacit forms of key com- 
petencies', thus reaching out for the 'personal' level of feelings and emotions, two main 
strategies were applied: in-depth, (socio-)biographical interviewing techniques and the 
creation of mini-biographies and mind maps (Novak, 1998). Here subjective life-stories ob- 
tained by interviews are a way of approaching the complex phenomena of the reality 
(Egger, 1995) of individuals. The narrated life story represents the research participant's 
construction of life experiences and the technique of biographical interviewing facilitates 
recalling these experiences. 
Given the nature of the research problem and focus, direct observation of developing 'tacit 
forms of key competencies' seems very time consuming and not a very rewarding method. 
In-depth, (socio-) biographical interviews assured that the verbal formulations of subjects 
are treated as an appropriate substitute for the observation of actual behaviour" (Heritage, 
1984, p. 236). 
4.12 Biographical Perspective in Interviewing 
The biographical perspective adopted in this interview approach draws on feminist perspec- 
tives and is based on a 'narrative approach' (Miller, 2000). The 'narrative approach' is 
concerned with the ongoing development of the research participant's viewpoint during the 
telling of a story, which leads to the unravelling of the 'tacit dimension'. The approach is 
concerned with understanding the individual's perspective as it is shaped by context and it 
allows one to view an individual in the context of his or her whole life (Bogdan, 1974). Bog- 
dan emphasises that (auto)biography is unique in allowing us to view an individual in the 
context of his or her whole life. (Socio-) biographic interviews acknowledge that research 
participants are 'experts' of their own situation, which is shaped by social, economic and 
cultural factors by being embedded in life courses. 
This interplay between actor and social structure and the question of 'how have individuals 
negotiated their path through a changing societal structure? ', link with the concept of 'bio- 
graphical learning' (Alheit and Dausien, 1999). Developing 'tacit forms of key competen- 
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ties' is regarded as 'learning' and 'learning experience' in this study. In consequence, life 
histories are collected to understand better the various ways in which individuals construct 
and deal with experience. 
The biographical approach is especially useful when the area of interest is either the ef- 
fects of change across time, or historical events as they have impinged upon the individual 
(Miller, 2000). Or, when the movement of people along their life course (Miller, 2000) is of 
interest. Both applies to the 'tacit' learning experience of individuals. As such, biographical 
and life course approaches are well suited "to understand individual attitudes, interpreta- 
tions and activities as well as self-concepts connected with life stages, transition and dura- 
tion of status" (Heinz and Krüger, 2001, p. 31). 
The biographical perspective and the life history approach cover events of the research 
participant's life course up to the present. Here, "techniques of biographical interviewing 
facilitate 'recall' through a process of cross-referencing as the research process moves back 
and forth in the life history and makes links between different types of events and seg- 
ments (or periods) of the life of participants" (Miller, 2000, p. 74). In eliciting and listening 
to life stories and biographies of individuals issues and themes relating to the development 
of 'tacit forms of key competencies' were explored. A creative technique of 'mind map- 
ping' aided and facilitated the research participants' process of 'recalling' and memory 
recollection. This is explained at a later stage in this chapter. 
Finally, one has to note, that biographical accounts remain incomplete (Miller, 2000), be- 
cause the biographic perspective, its time span, expands from the past through the present 
into the future, and most people will assume in telling their 'life story' that they will live 
on. This incident was taken into account in the interview guideline, because the research 
participants will have plans and hopes for the future, and as such participants were asked 
about their plans, hopes and wishes for the future. 
4.13 In-depth, Semi-structured, (Socio)biographic Interviews: Principles and 
Application 
In-depth, semi-structured, (socio)biographical interviews provided the main source of data, 
in order to "enter, in an empathic way, the lived experience of the person or group being 
studied" (McLeod, 1994, p. 89). Semi-structured interviews allow for open-ended questions 
and "enable the researcher to understand and capture points of view of other people with- 
out predetermining those points of view of other through prior selection of questionnaire 
categories" (Patton, 1994, p. 21). The advantage is that "open-ended responses permit one 
to understand the world as seen by the respondents" (ibid., p. 21), in their own words. 
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The life history approach/(socio)biographical interviews rendered possible the "telling of 
experiences in the biographical context in which they occur" (Graham, 1984, p. 110). Dex- 
ter (1970) describes interviews as a form of a dialogue, a conversation with a purpose as 
verbal interaction (Fetterman, 1989). This form of verbal interaction is necessary because 
through rich modes of discourse, including metaphors, stories and analogies, 'tacit knowl- 
edge' may be revealed (Choo, 1998). 
The 'tacit' dimension of the experience embraced such questions as: How aware are people 
about the 'tacit' learning experience taking place? Is this experience recognised by the re- 
search participants? What values, beliefs, and emotions are inherent in this this situation 
and experience? Conducting tape-recorded, semi-structured, in-depth, face-to-face, 
(socio)biographical interviews aimed at understanding and finding answers to these ques- 
tions. 
4.13.1 The (Socio)biographical Dimension in the Interview Guideline 
The individual interviews were based on following considerations. According to the relation 
of the biographical and personal background to the development of 'tacit forms of key 
competencies' the focus of the interviews was on the following topics: 
" Biographical background containing information about school leaving certificate, age, 
number and age of children, marital status, duration of interruption of employment, 
occupation of partner. 
" Occupational career: first occupation/first initial training, occupational career - espe- 
cially occupational change and reasons for it. Other work experience and reasons for in- 
terruption (occupational change, unemployment, etc. ). 
" Family phase: duration, personal assessment of skills acquired in the course of the fam- 
ily phase, feelings, emotions and self-perception. 
" Further biographical development, horizon £t opinions: the use of acquired skill in the 
course of the family phase, for new occupation, for future personal and occupational 
development. And personal perspectives for the near future. 
" Usefulness of 'tacit forms of key competencies' for personal and/or career develop- 
ment: assessment of the effects of acquired skills in the course of the family phase for 
returning to work, a new occupation, future career possibilities. 
Interviews were carried out in order to identify the developed 'tacit forms of key compe- 
tencies' and in order to assess the degree of awareness of developing and 'possessing' 
these 'tacit forms of key competencies and skills'. During the interview the word 'skills' 
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was generally used to refer to 'tacit forms of key competencies' and competences for the 
reason of simplification and comprehension. 
While identifying 'tacit forms of key competencies' and looking at a wide range of factors 
affecting the development process and degree of awareness, the personal situation and 
biography of the participants was a central theme in the interviews. With the study's work- 
ing hyphothesis of the interrelation of interviewees' personal biographies and social situa- 
tion to being aware of the development of 'tacit forms of key competencies' - individual 
situations and influencing factors are explored in detail in the data analysis; the experi- 
ences of the research participants (chapters 7 and 8) and concluded in chapter 9: 'discus- 
sion of findings'. 
4.13.2 Interview Guideline 
An interview guideline was designed beforehand as checklist and memory aid (Lofland and 
Lofland, 1984; Anderson, 1998) to ensure that information relating to self, family, life his- 
tory, (including educational and job career pathway, competency and knowledge develop- 
ment), feelings and emotions was obtained from each research participant and relevant 
issues were explored. There was no predetermined wording or order in the questions asked 
(Merriam, 1998) and a conversational style was established. 
The interview guide maintained focus on the following areas of interest: identification and 
analysis of the developed 'tacit forms of key competencies'; of the degree of awareness of 
the development of 'tacit forms of key competencies', and of the notion of self-assurance 
and confidence gained from developing 'tacit forms of key competencies'. And finally, to 
discover the research participants' opinions, values, beliefs, emotions, aspirations and 
hopes. The guideline also allowed for direct questioning and for probing and clarifying 
emerging issues from the research participants' stories. In semi-structured interviews the 
researcher is free to probe and explore within pre-determined inquiry areas (Creswell, 
1998). In keeping within the flexible nature of interpretive research, one advantage is, that 
interview guides can be modified in due course to focus attention on areas of particular 
importance, or to exclude questions the researcher has found to be unproductive for the 
aim of the research (Lofland and Lofland, 1984). 
To conclude, the guideline was regarded as a 'jumping off point' used to elicit responses 
from the research participants, which allowed the research participants to be actively in- 
volved in the construction of data about their lives (Graham, 1984), to speak more widely 
(Denscombe, 1998), and to elaborate on the issues raised. 
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4.13.3 The Pilot Interview 
A pilot interview was undertaken in preparation for the subsequent interviews which en- 
abled practical experience of transcribing and preliminary analysis. By undertaking the pilot 
interview I was able to check the structure of the interviews and the focus of the interview 
guide against the requirements of the research purpose. It furthermore provided an oppor- 
tunity to check the practicability of creating the 'mind maps' and to test logistics and prac- 
tice my interview techniques (Powney and Watts, 1987). 
4.14 Rationale for Choice of Interview Approach 
Research is better served by interviews when a more in-depth insight into the topic is 
sought (Denscombe, 1998). Investigating experiences, emotions and feelings, rather than 
straightforward factual matters, require in-depth interviewing, because experiences and 
emotions need to be explored and cannot be "reported in a word or two" (Denscombe, 
1998, p. 111). Anderson (1990) values interviewing as a "unique opportunity to ask directly, 
how did it feel, what did it mean? " (p. 98). 
4.14.1 Rationale for Biographical Interviews 
A biographical approach includes a more humanistic and subjective understanding of the 
complex process of developing 'tacit forms of key competencies' by listening to the voices 
of the research participants themselves. As such, biographies offer a framework for making 
explicit the complexity, context, intimacy and subjectivity of human behaviour which quan- 
titative methods cannot (Bourner et at., 1991). In consequence, biographical interviews 
"offer researchers access to people's ideas, thoughts and memories in their own words 
rather than in the words of the researcher" (Reinharz, 1992, p. 19), through which faceless 
'cases' attain an identity (Miller, 2000). 
The (socio)biographical interviews encouraged the participants to tell their stories. It is an 
appropriate method for studying the development of 'tacit forms of key competencies' be- 
cause people frame their experience in stories (Wilkins and Thompson, 1991). And 'stories' 
encourage people to say more that they would normally because they "permit researchers 
to examine perceptions that are often filtered, denied or not in the subjects' consciousness 
during traditional interviews" (Hansen and Kahnweiler, 1993, p. 1394). Additionally, bio- 
graphical data describes a phenomenon more fully, "if you want people to understand bet- 
ter than they otherwise might, provide them information in the form in which they usually 
experience it" (Lincoln and Guba, 1985, p. 120). For "stories,..., connect. They bring us a 
deepened coherence with the world of others and also within the many levels of the self" 
(Hirshfield, 1997, p. 26). 
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Biographies, in this study, offer an understanding of the complex interplay of being 'out of 
the tabour market', the fulfilment of tasks and chores at home, and the numerous 'tacit' 
learning situations, over a significant period of time in the lives of the individuals. The bio- 
graphical perspective is 'holistic' because it covers significant events in and movement 
along the life course of the research participant. The holistic aspect of biographies empha- 
sises the individual as a unique entity located in a complex network of social relationships 
that change and evolve over time (Miller, 2000). The biographical perspective now demon- 
strates how individuals have negotiated their path through this changing societal structure 
(Miller, 2000), because "people organize their personal biographies and understand them 
through the stories they create to explain and justify their life experiences" (Richardson, 
1990, p. 23), (see also Mishler, 1986; Riessman, 1993). 
4.15 The Process of Creating the Mind Maps 
The individual interviews were accompanied by the creation of a mind map. A mind map is 
a representation of an individual's personal knowledge, of an individual's own experience 
(Weick and Bougon, 1986), and "the process of map construction and the use of the map is 
intended to facilitate the elaboration and exploration by the client of his own belief and 
value system in relation to particular issues" (Eden et at., 1981, p. 41). In this study, creat- 
ing mind maps was a useful technique in eliciting 'tacit knowledge' and 'tacit skills'; they 
were used as "tools for reflective thinking and problem solving" (Eden et at., 1992, p. 321). 
And represented a way of ordering and analysing something that was 'fuzzy' and allowed 
issues to be studied at a micro-level. 
This was necessary, because recalling something that happened some time ago, is taken-for 
granted, thus 'tacit', or might even be seen as not important by individuals. Thus, employ- 
ing a technique which helps to remember and aids recall is essential and helpful. The mind 
map structured the reflection of the research participants' experiences and beliefs. It was 
a tool to elicit internal representations, (e. g. thoughts, memories, ideas) so that others 
could view it. Finally, it generated a significant body of empirical data (Osborne, 1996). 
The research participants were asked to verbalise their situation, to write down key words 
and expressions that described their experiences, in relation to three main concepts on the 
mind map, see Figure 4.4. The first concept captured 'a short biography, and important 
personal life history events', marking special and critical events. The second, referred to 
the acquired 'tacit' competencies and skills, the 'tacit forms of key competencies' during 
this time. And lastly, to 'emotional aspects', how did the interviewees feel at this time 
while developing 'tacit forms of key competencies'? 
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The mind map became a representation of the experience - it helped to reveal the 'tacit 
dimension' and the development of 'tacit forms of key competencies', including emotions 
and feelings. The mind mapping exercise is based on ethnographic techniques which are 
complemented by in-depth interviewing, thus enriching the data obtained whilst improving 
the validity of the findings (Pettigrew, 1973). Consequently, the mind map provided a vis- 
ual image to facilitate the spoken interaction. 
Competencies 
and skills 
00 
CD 
Emotions 
and feelings 
Personal details 
and significant 
events 
Figure 4.4: Template of mind map 
The technique of mind mapping was very useful in several ways. It was a helpful and pow- 
erful technique to elicit the 'tacit dimension', to reveal 'tacit forms of key competencies' 
and feelings, and emotions about the 'tacit' learning process behind this experience. It, 
furthermore, moved the attention from the interview situation and the researcher's 'ea- 
gerness of wanting to know' on to the 'experience' of the research participant. This bal- 
anced the situation of who was 'in charge' because a setting was achieved where the focus 
was on the mind map and on the individual's 'story'. With the aid of the mind map the re- 
search participants were encouraged to speak freely about their daily routines, their day- 
to-day (learning) experiences and the feelings they had with regard to the interview guide. 
The mind mapping process embraced the following steps: 
1. The interview started with general questions about personal details, then moved to- 
wards biographical details, encouraging the research participants to talk, in 'a little 
warming-up phase' with 'easy' questions to get into the interview process. 
2. Stating main biographical events/dates, such as school leaving dates, marriage, birth 
date of children, divorce, time of un/employment as starting points. 
3. The mapping process was encouraged with questions such as, what was your day like? 
How did you organize your day? Note chores and tasks. 
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4. Moving on to more specific questions, what exactly did you do? What skills and compe- 
tencies did you learn? - name them. 
5. Connection to the learning process behind the acquisition of competencies: How did 
you know what to do? How did you learn? 
6. Linking up with emotions and feelings - how did you feel at that specific time? 
7. Finally, reflection and summary: how do you see and value this experience? How is it 
valued and remunerated by others? 
4.16 The Interview Situation 
A total of thirty-three in-depth individual interviews were carried out over a period of six 
months. Two students from the Pre-Vocational Training (PVT) course changed their minds 
and decided not to participate after they had volunteered to be interviewed at the intro- 
ductory meeting. All interviews were informal and were held at the most convenient place 
for the individuals. The time and place, when and where to undertake the interviews was 
discussed with the research participants at the first meeting and I was prepared to travel 
myself and to pay for the expenses of the research participants' travel. Being responsive to 
research participants' schedules is important in qualitative research as Ely et al. (1991) 
emphasize. All interviews with people on 'return-to-work' courses took place in quiet loca- 
tions at the colleges, an empty classroom or the empty cafeteria. Half of the interviews 
with the research participants who had already 'returned-to-work' took place in a quiet 
cafe and the other half took place at the respondent's homes. In this case, it was made 
clear in the beginning that there were to be no interruptions (by phone calls, partners or 
children etc. ). Therefore, most interviews took place in the evening, because all the six 
men wanted to be interviewed in the evening and the five women chose a time when the 
children were out (clubs, 'Brownies', etc. ). The other four interviews took place in the 
morning when the children were at school. 
The interview guide was helpful in initiating the conversation and in keeping the focus of 
the interviews on the experience of the development of 'tacit forms of key competencies'. 
The interview began with a general question, such as 'could you tell me what you have 
been doing since you left school? ' Or, a general overview or timeline was created by the 
research participant and major events (marriage, birth of children, phases of training and 
employment), year and occasion were recorded on the mind map. With the intention to 
describe in detail the typical routine of a 'normal' day and, what tasks and chores were 
performed; this included their concerns, worries, emotions and awareness about their 
situation. The research participants were encouraged to talk freely and were not limited to 
the questions asked (Minichielto et at, 1995). In this situation the interviewer was able to 
sense when to allow for silence, when to probe more deeply, and when to change the di- 
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rection of the interview white the research participants reflected on their lived experience 
of the 'tacit' learning situation. 
Creating the mind map had the positive side effect of moving attention away from the 'in- 
terview situation' and the research participant was able to talk and focus on the 'story' and 
mind map. This helped to create a more relaxed situation at the beginning of the interview 
for the research participants, so that they could concentrate on the process of recalling 
'their story', while drawing and writing on the sheet of paper, and holding and 'playing' 
with a biro in their hand. Throughout the interview situation, the research participants 
were made aware that their 'story', and their knowledge, experiences and feelings were 
important. They were encouraged to speak about whatever they felt was important and 
consequently, the research participants provided rich, contextual information and I learned 
about their lives. Through this procedure, qualitative 'thick' accounts (Geertz, 1973) were 
gained from the process and experience of developing 'tacit forms of key competencies'. In 
the interview process respondents had an equal status and I felt grateful that they had al- 
lowed me to listen to their stories and to gain a snapshot of their life and experiences. 
Recalling and talking about the experience of the development of 'tacit forms of key com- 
petencies' involved another important issues and challenge. Some research participants 
expressed the view, that they 'saw' their experience as 'trivial' and 'not very important'. 
They asked themselves, why anyone would be interested in their story of parenting or 
motherhood and of 'unemployment'. To overcome this, building rapport and establishing an 
effective 'researcher - research participant's relationship' becomes important - on which 
the quality of qualitative interviewing depended (Ackroyd and Hughes, 1983). This is out- 
lined in the next section. 
4.16.1 Researcher - Participant Relationship: Gaining Entry, Building Rapport 
Qualitative, 'subjective' research is based on developing a relationship with the research 
participants by gaining entry, rapport, empathy and reciprocity (Chatman, 1984). There 
must be a level of trust between the research participants and the researcher in order for 
an effective interview to be undertaken. Building rapport stipulates that the research par- 
ticipant feels competent and comfortable enough in the interview situation to 'talk back' 
(Blumer, 1969); especially, because the interviews touched very sensitive topics (e. g. di- 
vorce, debts, illness etc. ). 
The research participants' perception that their experience 'didn't seem important' to 
them or anyone else, e. g. the researcher, and that "there wasn't much to tell" was ex- 
pressed in people's behaviour when they asked me if I 'really' wanted to know about their 
'normal' daily lives? And then they asked me why I was interested in their stories? 
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To resolve this, I needed to create trust and remain genuine in terms of the research focus 
and purpose. I showed my genuine interest in the stories and daily routines of the people 
concerned and how the research participants' 'felt' when I relayed some information about 
my situation and how I came to undertake this study. At the beginning of the interview I 
asked if they had any questions about me and I revealed some more personal information 
about myself. For example, why I had come to the U. K., and my involvement and interest 
in the study. Edwards (1990) refers to this as 'placing the interviewer' for the research par- 
ticipant and I found this very helpful in creating a more relaxed situation and in establish- 
ing rapport. The revealed fact that I had a child myself created an atmosphere of 'under- 
standing' from one parent to the other and in the cases of mothers - from one woman to 
another. Reinharz (1992) supports the revelation of personal details because it puts re- 
searcher and research participants on 'common ground' (Cook and Fonow, 1990). Further- 
more, a straightforward description of the research purpose was given to the research par- 
ticipants because they were asked to "grant access to their lives, their minds, their emo- 
tions" (Lofland and Lofland, 1984, p. 25) as a way of sharing the research experience. The 
use of everyday language, during and after the interviews, helped to create a conversa- 
tional, friendly atmosphere. 
An interview situation which takes place in an atmosphere of trust, is supportive and helps 
in establishing rapport and the elicitation of rich and meaningful responses. Creating and 
establishing a close, non-hierarchical friendly interview relationship helps to get a fuller, 
closer picture of the mainly females' experiences (Acker, 1983). Empathising with the re- 
search participants was not difficult and seemed natural because I had been in a similar 
situation myself and could relate to many of the issues mentioned by the research partici- 
pants. 
Issues of rapport and power were central to the process of collecting data. Showing 're- 
spect' for the research participants, dealing respectfully with the research participants' 
'subjectivity' (Stanley and Wise, 1990) and showing a genuine interest in their stories 
turned out to be the key points in the interviewing process. As Thompson (1988) suggests a 
researcher must demonstrate "an interest and respect for people as individuals, and flexi- 
bility in response to them; an ability to show understanding and sympathy for their point of 
view; and, above all, a willingness to sit quietly and listen" (p. 196) in order to carry out an 
effective interview. I had to concentrate and listen carefully, as it was very important to 
follow my research participants' trains of thought (Creswell, 1998), to understand what 
they were relaying to me, while overseeing which themes and items had been covered so 
far in the interview situation. I believe my commitment to and engagement in the study 
demonstrated a genuine interest. And by being 'engaged' in the study, thus responsive, 
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sensitive and 'attentive', rather than distant, dispassionate and cool, the research partici- 
pants were aware that my interest was genuine. Because establishing trust and familiarity, 
showing genuine interest, assuring confidentiality and not being judgmental are some of 
the important elements of building rapport' (Glassner and Loughlin, 1987). 
Undertaking biographical interviews does imply a level of involvement, 'engagement' and 
interaction whereby the researcher cannot be left outside the research process. Interview- 
ing here means that "the interviewer is prepared to invest her own personal identity in the 
relationship" (Oakley, 1981, p. 41). Stanley and Wise (1993) explain, that a personal dis- 
tance cannot be kept, because "'the researched' will have feelings about us as much as we 
will about them, and also feelings (and theories) about the research itself" (p. 160). In this 
respect, interviews are seen as being based on an interaction and relationship between the 
researcher and researched. In my situation, being engaged in the research meant to be en- 
gaged in a 'dialogue' with the research participants, as a person with experiences and feel- 
ings, which could be shared with the research participants. From this view, interviews are 
treated "as a social encounter in which knowledge is constructed... (this) suggests the pos- 
sibility that the interview is not merely a neutral conduit or source of distortion, but is in- 
stead a site of, and occasion for, producing reportable knowledge itself" (Holstein and Gu- 
brium, 1997, p. 113-114). I was very much aware that I could not predetermine the views 
and sympathies of all the research participants in advance and the main aim of my research 
was to involve the research participants and to enable them to express their views as 
openly as possible. 
The majority of the research participants seemed quite surprised that someone was inter- 
ested in their 'normal' lives and 'daily routines'. Statements such as "my husband never 
asks me how my day has been" highlighted this. But, once the research participants under- 
stood the purpose of the interview, they were happy to talk to me and felt 'pleased' that 
someone was interested in what they were doing, because so far nobody had bothered with 
this level of intensity. While talking to me and reflecting upon what they had mastered and 
'learned' at home, the research participants became more and more aware of what they 
had achieved during this time in their lives. So, at the end of the interviews they seemed 
keen that their voices were heard by 'others', the readers of the study and the listeners at 
the seminars and conferences where I was going to talk about my study. Almost all the re- 
search participants stated that it was important to talk about "these things", and to "pass 
findings on", so that the recognition of 'women's work', 'unpaid work' and 'caring work' 
would be improved. 
Feminist writers address the dynamics that occur in interviewing, as "... a power relationship 
between the researcher and the subject" (Hunter, 1995, p. 151) with the researcher having 
much of the control. Feminist researchers, like Oakley (1981), point out that 'power rela- 
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tionships' exist in 'normal' interview situations, where the researcher has the power to 
control the interview situation. Due to their knowledge of the research literature, re- 
searchers seem to know more about the topic; they have intimate knowledge of their own 
research project concerning its goal, purpose etc., than the research participants. The re- 
searcher is also likely to be more formally educated and of a higher social status than the 
respondents (Seidman, 1991). Katz (1994) and Gilbert (1994) furthermore argue that race, 
class, family status, ethnicity, and other social identities are important sources of differen- 
tial power that shape relationships between researchers and researched, even if they share 
similar national or local identities. All this creates a power imbalance and inequality in the 
research relationship, with the potential for exploitation of the research participant. This 
issue is analysed next. 
Hence, instead of maintaining control over the situation, feminist sociologists regard the 
interview as a situation in which the researcher should not dominate the agenda, but in- 
stead encourage the interviewee to participate as much as possible and to feel comfortable 
enough to tell their own story as they see it. The situation of 'giving and taking', listening 
and responding to comments, oriented the interviews towards a sharing, empowering ex- 
perience for the research participants. Instead of the researcher controlling the research 
the environment was left to the research participants (Bradley, 1993; Sutton, 1993; Mellon, 
1990). The research participants helped to shape the actual research from the beginning, 
by providing the 'pieces' for the whole picture. The technique of 'snowball' sampling also 
helped, because the research participants who had been already interviewed helped to 
make contact with future research participants. This technique assisted me in gaining en- 
try, establishing rapport, and meeting 'potential' research participants. 
The inequities in the research relationship were furthermore addressed by conducting the 
interviews in participants' homes which disrupted power hierarchies between researcher 
and participants (Oberhauser, 1997; Falconer-A(Hindi, 1997). Another way of addressing the 
inequalities was by showing awareness of the social and cultural factors influencing the re- 
searcher-respondent interview situation. 
4.16.2 Social and Cultural Factors Influencing the Interview Process 
Researchers need to be aware that certain factors, such as gender, race, ethnicity, age, 
social class, status and religion influence the interview situation (Hughes, 1990). During the 
initial stage of the interviews it became clear that the two main influential socio-cultural 
factors seemed to be status, that of being a mother or parent and being German. I ex- 
plained at the beginning of the interview that I was originally from Germany, thus my ac- 
cent and the probability of 'different' wording or 'funny' expressions may occur during the 
interview. I felt that I had to 'explain' why I was from Germany. But when I told them that 
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I had a child myself, the research participants seemed more interested in this fact and m, 
situation of having experienced a time 'out of paid work' and of becoming a parent, 'con- 
nected' with their lives. 
Two interview partners were Bangladeshi, one was Chinese, and one was Polish, nationali- 
ties which were emphasised by the interviewees. But, the fact that everyone had some- 
thing in common, that aspects of the personal situation were shared, 'put' everyone on 
'common ground'. But then, I also felt that in the complexity of the interview situation 
"the simultaneity of 'race', social class, gender, (assumed) sexuality and age (made) it ex- 
tremely difficult to tease apart the aspects of the interviewer which might have had an im- 
pact on the interviewee or on the power dynamics between interviewer and interviewee" 
(Phoenix, 1994, p. 56). Still, I found it useful to be aware that these social characteristics 
might affect the responses from the research participants, and it helped me to reflect on 
the interview situation and the researcher - research participant relationship. Because ob- 
taining meaningful information is based on the establishment of a trusting relationship and 
friendly interview situation. 
4.16.3 Recording, Data 
Each research participant was individually interviewed for up to 90 minutes. All interviews 
were audio-taped and transcribed. The interviews were tape-recorded which had the ad- 
vantage of capturing data - the individual's stories in their own words, while I was able to 
focus on and concentrate on the research participant and the interview. It enabled me, 
furthermore, to support the research participants in creating the mind maps. Lofland and 
Lofland (1984) view tape-recording of interviews as imperative, which facilitates the proc- 
ess of writing down fieldnotes during the interview to supplement the tape recorded inter- 
views (Devault, 1990). 
4.16.4 Interview Protocol and Field Notes 
For each interview a protocol was created (Creswell, 1994). It included place, time and 
date; sex, age and 'pseudonym' of the research participant; a heading referring to the key 
research question; a space for recording my comments; and a space for recording reflective 
notes after the interview. A short summary of my reflections (thoughts and feelings as well 
as emerging themes in the stories), impressions about the research participant, the inter- 
view and the atmosphere were documented in the protocol. Bogdan and Biklen (1982) refer 
to this as an opportunity to record personal thoughts "such as speculation, feelings, prob- 
lems, ideas, hunches, impressions" (p. 121) and it can be used as an analytical tool to inte- 
grate the interview material with one's own reflections. Jotted down field notes supple- 
mented the non-narrative, tangential data, e. g., body language, and mode of verbal ex- 
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pression by the informants served as a memory aid (Lofland and Lofland, 1984) and were 
found useful for recalling the interview situation at a later stage. 
For Patton (1990), field notes are the researcher's detailed and descriptive record of the 
research experience. He suggests taking field notes parallel to tape recording as a backup 
in case the tape recorder proves defective. Taking notes of especially important points pro- 
vides reminders for later questions and for the analysis. I took notes about the context of 
the interview, impressions relating to the interview situation and arising hunches or 
thoughts relating to the phenomenon. Non-verbal behaviour cannot be tape-recorded and 
body language (such as frowns) can give valuable clues about the research participant's 
state of mind. Patton (1990) moreover suggests that notes should be reviewed at the end of 
the interview, to make sure they make sense, and to reflect on whether the researcher 
really had found out what he or she intended to find out. This was done as quickly as possi- 
ble after the conclusion of the interview, because this was also a crucial time for reflection 
and quality control; a time to ascertain that the data were useful and valid (Miller, 2000). 
And, it was particularly important for stressing the validity and rigour of the qualitative 
method (Patton, 1990). 
4.16.5 Deciding, When to Stop Interviewing 
Deciding when to stop meant I had to sense when enough information had been gathered. 
This is the time for the researcher to disengage from the scenario, and to bring the inter- 
view to a close. Ackroyd and Hughes (1983) point out that disengaging from the interview 
has to be done with care because an 'interview relationship' has formed through the inter- 
view process. When coming to the end, the research participants were invited to raise any 
points that they thought still needed to be covered. Then, I thanked the research partici- 
pants for their time and asked them if they had any questions for me, whether they wanted 
me to clarify or add anything else. I then switched off the tape recorder; this provided a 
little 'ritual' that allows closure for the interview (Miller, 2000) because then the closing of 
the interview is 'visible' and the research participants can relax. I asked permission to con- 
tact them at a later stage to confirm any details with them and handed them my card, in 
case anyone wanted to get in touch with me. Finally, the research participants were asked 
if they would like to be informed when the transcript or the study was completed. 
4.16.6 Ethical Code and Consideration 
The study involved human beings and ethical issues relating to the research had to be ad- 
dressed. An ethical code was identified, which explained the research participants' rights 
and my responsibilities. Here, ethics refer to "the standards established within the profes- 
sion for the conduct of its members" (Homan, 1991, p. 1). This research was based on freely 
given informed consent (I explained what the research was about, and why I was undertak- 
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ing it), the research participants' had the right to decide what to tell and what not to tell 
and it was conducted on the premise that research participants were considered equal 
partners in the study. The code stressed the research participants' entitlement to say 'no' 
to any question and 'stop' at any time during the interview; and to reject the use of the 
tape recorder. This right involved the assurance of anonymity and confidentiality. The pri- 
vacy of the research participants was ensured because they were given pseudonyms to 
maintain anonymity and confidentiality (Atkinson, 1998). 
The interviews were, on most occasions, very personal and intimate, which touched on 
ethical questions and issues. A collection of life stories and biographies by its very nature 
concerns a large amount of private information, personal details, and intimate issues and I 
was aware of the need for sensitivity. Biographical interviewing means an 'invasion of pri- 
vacy' (Miller, 2000) and one has to be aware that it is an introspective process for the in- 
terviewee, which might turn into a negative experience. Research participants telling a life 
story might find themselves reliving painful episodes in their past (Miller, 2000). It was 
made clear to the research participants that they were free to stop the interview at any 
time if unanticipated themes with which they felt uncomfortable came up and the inter- 
view situation became stressful. It was furthermore explained to them that it was possible 
to say 'no' and to deny answering any question with which they felt uncomfortable. 
4.16.7 Establishing Credibility and Trustworthiness 
This final part of my research design concerns the validity, soundness and integrity of the 
findings and research process (Patton, 1990). Validity in qualitative research is defined as 
the extent to which the data and findings are plausible, credible and trustworthy, because 
interpretive research is concerned with interpretation, generating understanding and illu- 
mination (Gadamer, 1994) where findings are idiosyncratic (Stringer, 2004), subjective and 
not objective. Here, knowledge claims cannot be established with absolute certainty and in 
form of predictive generalisations (Kvale, 1996) as in the positivist approach. 
Therefore, concerns about establishing the authenticity and legitimacy of this research 
should be linked to 'trustworthiness' (Sandelowski, 1993), whereby the researcher needs to 
make the practices visible and auditable (Silverman, 2000), so that the reader can follow 
and 'track' the research process. This study achieves credibility through a clear descrip- 
tion, explanation and justification of all the stages of the research (Creswell and Miller, 
2000). It includes decisions in the research process, and a self-critical account of how the 
research was undertaken. In doing so, an 'audit trail' (Creswell, 2003; Guba and Lincoln, 
1988) is maintained to substantiate trustworthiness. 
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In qualitative research, the researcher is part of the research process and thus affects the 
results (Denzin and Lincoln, 2000). Inherent in these concerns is the imperative that the 
researcher develops a critical and reflective attitude toward the research process (Creswell 
and Miller, 2000). This requires a degree of awareness of the way in which one's own posi- 
tion, a-priori knowledge and assumptions impact upon all aspects of the research: devel- 
opment and design, data collection and interpretations. 
I sought intensive dialogue and discussion with a very good friend and colleague of mine, 
who, on a regular, weekly basis, was informed about the research process and my 'pro- 
gress'. These discussions helped me to clarify and 'put into words', my ideas and plans, 
about what I intended to do, what I had done so far and the 'why' and 'how'. These meet- 
ings and discussions allowed for a personal, intimate, and 'direct' way of reflection, where 
negative and positive experiences could be talked about. This 'micro-reflection' on the 
process of 'doing research' included very 'technical' research-related matters as well as 
space for tears, anger, irony and laughter. In summary, this time of reflection took care of 
the necessary critique, support and motivation needed for undertaking the research. I used 
my weekly letters home to report the progress of the research and the study, in a way simi- 
lar to an 'reflexive journal' (Lincoln and Guba, 1985) and as a complementary documentary 
tool (Janesick, 2002). This way of reflecting enabled me to explain my 'research situation' 
to someone not familiar with research and provided a bird's-eye view on and an audit trail 
for the research endeavour in the form of written letters. 
On several occasions, at seminars, conferences and workshops, I presented details of my 
study to colleagues and other professionals who were then asked to comment on the re- 
search and preliminary findings. These opportunities of 'peer debriefing' (Patton, 1990), in 
which we spoke about and questioned details of the study, provided valuable feedback for 
me in terms of the research process and my feelings concerning it. 
A further technique for establishing credibility is by 'member checks' (Lincoln and Guba, 
1985). Members of stakeholding groups are invited to review the interpretations and (pre- 
liminary) findings and/or conclusions (Leininger, 1994). Consequently, preliminary findings 
and interpretations of this study were checked by some of the research participants (see 
chapter 5, 'reflexive accounting'). 
Interpretive research requires thoughtfulness, and care and responsibility by the re- 
searcher, it requires the constant and conscious dispute with the how, why, with whom and 
for whom the research is undertaken. These thoughts led to the demand that qualitative 
researchers systematically need to acknowledge and document their biases "rather than 
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striving to rise above them" (Mellon, 1990, p. 26). This meant, to move the focus from 
eliminating bias to developing relationships with the research participants. 
Embracing a concern for the research participants and the research relationship demands 
thoughtfulness and responsibility by the researcher. In accepting this, the validity of this 
study is strengthened, because now "objections that humans are subjective, biases, or un- 
reliable are irrelevant, for there is no other option" (Guba and Lincoln, 1989, p. 175). 
In this study, trustworthiness is gained by 'authenticity' and 'thick descriptions' (Merriam, 
1997), where the researcher has "lived or experienced their material in some fashion" 
(Collins, 1990, p. 232) and has considered the authentic views of the research participants, 
because "the researcher is not the privileged possessor of expert knowledge" (Lather, 
1986, p. 72). 
Such 'authenticity' and 'thick description' is achieved by 'passionate research' (Du Bois, 
1983), where researchers 'live the question' (Mair, 1999), and where the quest itself is em- 
braced, not the rules of method. Through this, deeper levels of understanding can be 
reached and deeper levels of knowledge emerge (Capra, 1997). 'Passionate research' de- 
mands engagement, genuine interest and a responsible researcher. If the research problem 
is also of interest to the research participants, who are not chosen at random, but from 
established reasons and with purpose, they will be more likely to invest time and thought 
(Reinharz, 1983), and thus, the credibility and trustworthiness of the study is strengthened. 
I embrace these 'principles' and as such, they are inherent in this study, because they un- 
derline the practical value of this research and thus, establish credibility and trustworthi- 
ness. 
4.17 Summary 
This two-part chapter sought to establish the research design and methodology of this 
study. This part of the chapter has set out the rationale for qualitative research methods. It 
has provided a discussion of the theoretical perspectives underpinning the most suitable 
research strategy together with a detailed description of specific characteristics, e. g. the 
type of biographical interviews. It concluded with establishing the legitimacy of this re- 
search. The process of data analysis is covered in chapter 5. 
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CHAPTER 5: THE FRAMEWORK FOR DATA ANALYSIS 
5.0 Introduction 
Chapter 5 represents the interface with the data. Here the main issues are how to present 
the data once gathered, followed by an illustration of the chosen data analysis framework, 
its analysis and interpretation. The final issue concerns the researcher being the primary 
instrument for data collection and analysis, requiring reflective thoughts. The analysis was 
carried out in three stages: In the first stage, data from each interview was individually 
analysed, and was used to construct a series of mini-biographies or narratives of the 
students. Miller (2000) favours biography as a methodological approach, referring to it as 
'life writing' and 'personal accounts', citing its use across a wide range of disciplines. The 
mini-biographies provided a stepping off point into more detailed analysis. The second 
stage involved the establishment of a thematic conceptual specified framework, 
identification and placing of 'raw' data, emerging themes and issues into meaningful key 
categories. The last stage consisted of exploring and making sense of the information and 
communicating this interpretation to others (Wolcott, 1994). All stages contributed to the 
goal of gaining an understanding of the overall picture of the research participants' 
experiences of developing 'tacit forms of key competencies'. 
A number of key principles emerged from the literature and were applied throughout the 
process of data analysis: 
0 qualitative data analysis is dynamic, intuitive and creative (Basit, 2003); 
" data collection and analysis occur simultaneously, this allows themes and 
categories to change and develop as the field experience continues (Strauss and 
Corbin, 1990); 
" it is a step by step process of category creation and linking data and it is essential 
to move back and forth between the data and emerging categories (Dey, 1993); 
0 it is a kaleidoscopic process of continuous refinement (Dye et at., 2000); 
0 it is a 'deeply emotional process' (McLaughlin, 2003); 
" it is about staying close to the data and finding the best way to tell the story 
(Janesick, 2002). 
5.1 The Framework for Data Analysis 
The framework for analysis in this study is based on the explorative purpose of the study, 
which seeks to understand what is happening, seeks new insights and to assess phenomena 
in a new light (Robson, 1993) in terms of the participants' experiences. Consequently, this 
study seeks to answer the research questions of: 'How do individuals experience the 
development of 'tacit forms of key competencies'? and 'What does developing 'tacit forms 
of key competencies' mean for the individual'? Alongside this exploration, an identification 
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and analysis of the acquired 'tacit forms of key competencies' and 'tacit skills' is 
undertaken. In order to deepen the understanding of the social phenomenon under 
investigation, this study employed an interpretivist approach to data collection and 
analysis. This allowed behaviour to be studied within a wider context, for making 
judgements about the data, to reach for meaning and to illuminate phenomena such as 
lived experiences (Ellis and Flaherty, 1992). In the data analysis, different aspects of the 
phenomenon were brought together and by discussing these aspects in relation to one 
another a more holistic understanding of the phenomenon was concluded (Holloway, 1997). 
Table 5.1 below illustrates the selected principles of ethnography, phenomenology, and 
biography employed in this study, which guided data collection and analysis. The selected 
data analysis strategy in this study is based on ethnographic analysis, to produce rich and 
'thick' descriptions (Tesch, 1990); on narrative analysis that collects and examines life- 
stories and focuses on how human beings experience the world (Bruner, 1995); and on 
phenomenological analysis which aims at uncovering the essence of an experienced 
phenomenon, to record impressions and meanings. In doing so, a multi-dimensional 
approach for analysing contemporary societies is employed. 
Dimension Biography Phenomenology Ethnography 
Focus Exploring the life of Understanding the Describing and interpreting 
an individual essence of experiences a cultural and social group 
about a phenomenon 
Data analysis Stories Statements Description 
" Epiphanies Meanings Analysis 
" Historical General description Interpretation 
content of the experience 
Data Create and organize Create and organize files Create and organize files for 
managing files for data for data data 
Describing Describe a set of Describe the meaning of Describe the social setting, 
experiences the experiences for the actors, events; drawing a 
researcher picture of setting 
Interpreting Theorize toward Develop a structural Interpret and make sense of 
developing patterns description, 'How' the the findings 
and meanings phenomenon was expe- 
rienced; 
Develop an overall des- 
cription of the experien- 
ce, the 'essence' 
Narrative Detailed picture of Description of the Description of the cultural 
form an individual's life 'essence' of the expe- behaviour of a group or 
rience individual 
Represen- Present narration Present narration of the Present narrative 
tation focussing on 'essence' of the presentation ar umented by ý 
processes, theories, experience; use tables or tables, figures, and sketches 
and the unique and figures of statements 
general features of and meaning units 
life 
Table 5.1: The multi-dimensional approach (adapted from Creswell, 1998) 
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As reasoned for in the first part of chapter 4, theories of scientific, technological 
rationality and concepts of a one-dimensional society are no longer useful conceptual 
frameworks for analysing contemporary societies. The interpretive stance acknowledges the 
social nature of knowledge along with the meaning making at the centre of 
phenomenological experience (Packer and Addison, 1989; Polkinghorne, 1988). Analysis in 
this stance emphasizes socially constructed realities, local generalizations, inter- 
subjective, practical reasoning, and stocks of knowledge (Holstein and Gubrium, 1994) 
which are contextually and historically grounded. Here, interpretations are narrative or 
storied accounts (Denzin, 1994) where there is no single interpretive truth and 
understanding. In this context, knowledge derives from 'living the question' (Mair, 1999), or 
from being involved in a relationship with the 'subject matter' at hand and the research 
participant (Smith, 1974). Adopting an objective stance representing objectivity, dualism 
and rationality (see Stanley and Wise, 1983,1993; Du Bois, 1983; Harding, 1992) does not 
fit within the framework of analysis in this study. 
In applying a multi-dimensional approach to data analysis the interpretive stance 
acknowledges emotions such as anger, loneliness, or unhappiness, which are aspects of this 
study and valid sources of data emerging out of lived experiences. Considered irrational by 
positivism, emotions provide a deep source of insight and add to the whole picture of 
developing 'tacit forms of key competencies'. In order to analyse this, to "capture 
participants 'in their own terms' one must learn their categories for rendering explicable 
and coherent the flux of raw reality. That, indeed, is the first principle of qualitative 
analysis" (Lofland, 1971, p. 7, emphasis added). An overview of the analytic framework 
within the multi-dimensional approach is represented in the following Figure 5.1. 
Biographical experiences of 
research participants 
Significant Emotions and Developed 'Tacit 
biographical feelings forms of key 
events/ Personal competencies' 
details 
Identify themes, patterns, relationships, and derive 
explanations + synopsis that link aspects of the 
phenomenon together 
Derived constructs that account for individual and social life 
Figure 5.1: Analytic Framework 
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5.2 The Process of Data Analysis and Data Organization 
Analytic frameworks are offered in a variety of ways and the purpose of data analysis in 
qualitative research is to create some order on the often voluminous data (Polft and 
Hungler, 1991) where the analysis enables the researcher to 'erkennen' (understand) the 
essential interpretations from the raw data (Ely et at., 1991). In this study, data sources 
included tape-recorded, in-depth, semi-structured interviews, created mind maps, field 
notes and personal experience. 
Bogdan and Biklen (1982) define qualitative data analysis quite pragmatic as "working with 
data, organizing it, breaking it into manageable units, synthesising it, searching for 
patterns, discovering what is important and what is to be learned, and deciding what you 
will tell others" (p. 145). Data analysis is furthermore understood as a continuous activity 
which constantly evolves, as identified by Moustakas (1990,1994) in five basic phases: 
1) immersion with the experience, 2) incubation, a time of quiet contemplation, 
3) illumination, a time of increased awareness, expanded meaning and new clarity, 
4) explication, where new connections are made and the researcher prepares to 
communicate findings; and 5) creative synthesis, where the research findings and 
experience are intertwined, written and communicated. 
This definition was fett to have merits, especially in terms of articulating the subjective 
and interpretive nature of the data analysis process, which felt intuitive and unsystematic, 
especially in the initial stage. 
Furthermore the pragmatic and flexible approach to data analysis of Miles and Huberman 
(1984,1994) which contains three linked cyclical subprocesses (see Figure 5.2): data 
reduction, data display and conclusion drawing/verification, was considered appropriate. 
Data 
collection 
Data 
display 
Data 
reduction 
Conclusions: 
drawing/ verifying 
Figure 5.2: Components of Data Analysis, (Source: Miles and Huberman, 1994) 
Data reduction encompasses the systematic reducing of the data from the in-depth- 
interviews: with clustering, coding, sorting, and finding themes being instances to data 
condensing (Miles and Huberman, 1994). Data display comprises an organised, condensed 
and reduced set of data as a basis for interpretation and 'meaning making'. In this study, 
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data display includes structured summaries or synopses of the research participants 
interviews (Fischer and Wertz, 1975), the application of a thematic, conceptual, 
descriptive matrix, and the organization of the condensed data and the presentation of the 
narrative text, supported by 'quotes' and extracts from the data, (Eisenhardt, 1989; Miles 
and Huberman, 1994) which are furthermore 'translated' into 'mini-biographies'. The phase 
of conclusion drawing and verification engages the researcher in interpretation where 
meaning making from the data is achieved through comparison (similarities, 
commonalities), identification of patterns, themes and relationships, clustering, and 
checking accounts with research participants (Miles and Huberman, 1994). 
5.2.1 The Pragmatic Framework 
Rather than following rigid sets of instructions, the broad framework for analysis was based 
on general principles of the work cited and on a developed pragmatic framework which is 
shown in Figure 5.3, and a conceptual analysis framework, as outlined in Figure 5.4. Both 
are explained and discussed in more detail in the following sections. They show my 
research interest (as outlined in Chapters 1 and 2) which examines the participants' 
biographical experiences in terms of the perceptions and feelings they undergo during the 
phase of being the main family carer. 
Working hypothesis: people yens, often possess 
Research tacit fot ms of kei' competencies ' acquired in a 
participants non förmal way, which they are not aware of. 
'on course' 
Biographical experience 
Lived experience 
Explore, illuminate perceptions - 
elucidate `tacit dimension 
Research parti- 
cipants 'retur- 
ned-to-work' 
Summarise accounts - Data Summary Sheet - Note quotes 
Thematic conceptual 
framework: 
Awareness 
Confidence 
Opinions, horizons 
Competencies, skills 
Usefulness of competencies 
Mini-Biographies 
Developed 
competency model 
(starfish model): 
Identification of 
'tacit forms of key 
competencies' 
'Triangle of conflict and contradiction' 
Conclusions 
Figure 5.3: The Pragmatic Framework 
103 
The study begins with a central research question and a working hypothesis and follows a 
mostly inductive form of inquiry. The purpose of the study is partly descriptive and partly 
explanatory as the study aims to describe and explore the situation of developing 'tacit 
forms of key competencies' while being out of paid work. This purpose not only requires 
and entails an explanatory structure, but also a careful descriptive account of the lived 
experiences and phenomenon. To achieve this, the raw data, which refers to essences of 
people (Berg, 1989), the experience of the individual, was converted into written words, 
full transcriptions of the interviews. Each account was furthermore summarised in one to 
two pages. The analysis then sought to find clusters, commonalities, similarities and 
differences in people's experiences and grouped concepts (Strauss and Corbin, 1990). Basic 
information was summarized in overview sheets, the 'data summary sheets' (Appendix C 
and D) - for each group of research participants - which allowed for analysis across 
individual experiences. The analysis applied a developed thematic matrix, summarised in 
Figure 5.5 with conceptually specified analytic categories (Mishler, 1990), to capture layers 
and themes of the experience. 
The interviews were the first set of data to be analysed in great depth. The research 
participants' descriptions and explanations of the development of 'tacit forms of key 
competencies' were organised in descriptive categories. For example, the statement of "I 
learned how to organise a family life, you cannot cope without organising the days", 
created the category 'organisational skills'. These categories were organised in form of a 
descriptive matrix (see Appendix E), and by the research participants descriptions. The 
matrix was then reviewed in order to ensure the completeness of the data and whether 
the categories fitted the descriptions. 
Furthermore, a developed competency model (see chapter 3, part 2), the 'starfish model', 
represented in Figure 5.7, was used to identify the developed 'tacit forms of key 
competencies' and to explore the interrelationship of an individual's degree of confidence 
and awareness. It applied the research focus to the condensed and reduced sets of data. As 
such, the analysis started deductively, from conceptually specified categories and grew, 
inductively, gradually to more refined themes and sub-categories. Analysis took place 
throughout the study, capturing emerging themes, issues, relationships and explanations. 
Alongside, mini-biographies of each research participant were written up. They illuminated 
statements, details, findings and conclusions of the analysis and integrated different 
perspectives on the experience and personal situation of the research participants. Five 
mini-biographies (see chapter 7 and 8) were selected to provide rich narrative accounts 
illustrating the individuals' perspectives and pathways (Ellis and Flaherty, 1992). Each case 
and transcription added a piece and layer to the 'whole' and to the 'puzzle' of the 
phenomenon of developing 'tacit forms of key competencies'. 
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5.2.2 Thematic Conceptual Framework for Analysis 
In order to explore and understand the dimensions of the experiences at the micro-level of 
the analysis, the individual, the focus shifts onto the following issues: 
1. Identify themes, patterns, categories and ideas emerging from the data. 
2. Identify key competencies, qualifications and skills. 
3. Identify 'tacit forms of key competencies'. 
4. Identify awareness of research participants of their acquired key competencies, 
qualifications and skills and identify general awareness of their achievements. 
5. Identify the degree of confidence of the research participants. 
6. Identify opinions and aspirations/horizons of the research participants. 
7. Identify the understanding of 'usefulness' of the acquired key competencies, 
qualifications and skills for future personal and professional development. 
8. For the group of research participants 'returned-to-work', the identification of the 
nature of the process and their progress in returning to work. 
The identification of tese dimensions in the development of 'tacit forms of key 
competencies' and of the learning experience is captured in the 'data summary sheets' 
(Appendix C and D) with the aid of a descriptive, thematic, conceptual matrix as outlined in 
table 5.2: 
Development of 'tacit Awareness Confidence Horizons - Usefulness of Competencies 
forms of key competen- Opinions competencies and skills 
cies' and skills 
For each research 
participant on course' 
For each research 
participant 'returned-2- 
work' 
Table 5.2: The descriptive, thematic, conceptual matrix 
This framework assists the process of analysis and discussion in terms of identifying 
clusters, subcategories, patterns, ideas and themes. It is an important step towards the 
illumination and explication of the data and a starting point for interpretation. It 
encourages reflection during the identification, discussion and the illumination of the data 
and findings and of the interpretation as a continuous activity. 
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5.3 The Analytic Procedure 
The analytic procedure that was followed is described in stages to allow for making sense of 
the data: 
1. Full transcriptions of interviews were made. 
2. Read and scan of transcripts, highlighted meaningful sentences and sequences and 
notes on quotes. 
3. Summarised accounts of the research participants in the same format (in 1-2 A4 pages). 
4. Compared and integrated additional information from mind maps and field notes into 
summaries and created mini-biographies. 
5. Created Overview Data Summary sheets. 
6. Condensed accounts and organized in main categories with the use of a thematic, 
conceptual, descriptive matrix for illustration. 
7. Identified key concepts and themes within categories. 
8. Searched for patterns, similarities, commonalities and differences. 
9. Established and discussed relationships and interconnections. 
10. Developed propositions, explanations, theories to reflect findings and check against 
working hypothesis. 
11. Took explanations, conclusions and themes back to 'field', checked trustworthiness. 
12. Developed/ refined explanations and conclusions for a set of 'generalizations' that 
explained the themes and relationships identified in the data. 
First, the tape-recorded interviews were individually transcribed into written word format, 
listened to and read, to gain an intuitive feel. Then, substantive coding, [naming and 
categorising of aspects of the phenomena through close examination (Strauss and Corbin, 
1990)], was conducted where significant statements, expressions, words and emerging 
themes were highlighted, and relevant quotes noted from each research participant. Next, 
all codes were brought together, in one overall analysis, moving from the particular to the 
general (McCracken, 1998), and thus, creating the overall 'narrative'. 
The interviews were analysed and interpreted first on an individual basis, by grouping the 
statements under five main conceptual thematic categories (awareness; confidence; 
horizons/ aspirations and opinions; competencies and skills; usefulness of competencies and 
skills). Within each of these main categories, emerging themes and issues were captured. In 
this way, each research participant's point of view and account was captured, condensed 
and made explicit. This allowed for identifying similarities, commonalities and differences 
across research participants' stories, experiences and statements. It also allowed for 
identifying nuances and differences, unravelling layers, in the experience and statements 
within the thematic conceptual categories. The coding process progressed through several 
levels, which dealt with refining themes into subthemes and of categories into themes as 
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set out in table A. This added pieces and a richer understanding to the whole picture 
representing the nuances, similarities or differences in the research participants' accounts 
and experiences of developing `tacit forms of key competencies'. 
Table A: The themes of the experience of developing 'tacit forms of key competencies' 
The set of conceptually specified analytic categories (Mishler, 1990) and themes were: 
A) Awareness 
Degree of awareness: Layers of awareness; e. g. Not aware at all. 
B) Confidence 
Degree of confidence: Layers of confidence; e. g. feeling low in confidence. 
C) Horizons, aspirations and opinions 
Expressed expectations: hopes, wishes, dreams; e. g. future work and career. 
D) Competencies and skills 
Layers and degrees in statements of several competencies. 
E) Usefulness of competencies and skills 
Layers and degrees of usefulness for personal life and career progression. 
Firstly, the degree and layers of awareness about the acquired and developed 'tacit forms 
of key competencies' and the degree of confidence gained from being either aware or 
unaware of the development were identified. Furthermore, the participants' attitudes 
towards learning and what is seen as learning?; and towards the beneficial effect of the 
development of 'tacit forms of key competencies', were identified. Finally, emotions and 
feelings underlying this 'tacit' learning situation and expression of wishes, dreams and 
hopes for the future was given room in the analysis. 
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5.4 The 'Starfish Model' as Research Tool 
The review of the literature (see Chapter 3, part 2) highlighted the necessity to develop a 
broader and more inclusive concept and model of 'key competencies' because existing 
models and definitions were not satisfying enough to explain the deeper dimension and 
inter-connectedness of key competencies. A generative approach to competencies was 
considered more fitting to the aim of the study and the concept of 'tacit forms of key 
competencies'. 
The 'starfish model' includes five dimensions of abilities and key competencies that are 
internally related to the individual; it emphasises cognitive and meta-cognitive abilities 
(e. g. abstract thinking, learning to learn, 'tacit skills') and competencies, which relate to 
attitudes, values and insight. These competencies contribute to the development of the 
'whole' individual. The 'starfish model's' five broad clusters of abilities are represented in 
Figure 5.5. 
Work content/ subject matter related competencies 
Learning competencies 
Values and attitudes 
Methodological competencies 
Social competencies 
Figure 5.5: The Starfish Model 
The model was used as a research tool and as a basis for heuristic investigation of personal 
and biographical experiences to capture the 'tacit dimension', in a way to be discussed 
and developed empirically through the investigation of the learning experience and 
biographies. 
5.4.1 The Identification of 'tacit forms of key competencies' in the 'Starfish 
Model' 
The 'starfish model', was used as a research tool to identify the developed 'tacit forms of 
key competencies'. It offered a starting point for the identification of 'tacit forms of key 
competencies' and enabled the research participants to recollect a wide range of skills and 
competencies during the interview situation, while reflecting on the questions of "how did 
you experience a 'normal' day"?; "describe the routine of your day and the chores and 
duties you fulfilled" and "what skills do you think you acquired, learned and mastered? " 
The research participants' expressions, statement, descriptions or mentioned key 
competence and skill were assigned to the five different dimensions or 'elements' with the 
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relevant meaning. In the end, one single mind map, for each group of research 
participants, either being 'on course' (see chapter 7) or 'returned to work' (see chapter 8) 
was created. 
The identified 'tacit forms of key competencies' represented, on a micro level of analysis, 
the inherent importance to an individual's personal development. The notion of 'tacit' or 
implicit knowledge seemed to influence the ability of people to manage their lives in 
changing environments, particularly under conditions when moving from rather stable 
(being in employment, 'predictable' life course) to turbulent and unpredictable 
environments and unknown situations (e. g. unemployment, becoming a parent). The 
situation of either being aware or unaware of developing 'tacit forms of key competencies' 
influenced the individual's personal situation (see working hypothesis). This interrelation 
was analysed with the aid of the developed 'triangle of conflict and contradiction'. 
5.5 The Triangle of Conflict and Contradictions' 
The developed model, 'triangle of conflict and contradiction' is represented in Figure 5.6. 
Within this 'triangle' and its elements the interrelation and correlation of the development 
process of 'tacit forms of key competencies' and the degree of the awareness and the level 
of confidence of individuals, which emerged during data analysis was discussed. 
Competencies 
How do thcý 
relate to each 
other'' 
AA,, are- Conti- 
ness dence 
Horizoiis/Aspiratrons Opinion 
Figure 5.6: 'Triangle of conflict and contradiction' 
This model was particularly helpful when discussing and analysing the interrelation of the 
different statements of the interview participants 'on course' in chapter 7. 
5.6 Levels of Analysis 
Preliminary analysis actually begins during data collection (Bogdan and Biklen, 1992) as 
ideas, metaphors and analogies spring to mind. In this initial phase of the inquiry, the 
collected, empirical material had to be assessed, analysed and interpreted (Denzin and 
Lincoln, 1994) and concepts were to be evaluated in terms of narrowing down or opening 
up the study. At this stage re-ordering and re-presentation of the data as well as excluding 
irrelevant material took place. Cohen et at. (2000) suggest the following stages in analysis: 
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the generation of units of meaning; classifying, categorising and ordering these units of 
meaning; structuring narratives and interpreting data. Miles and Huberman (1994) use 
coding as a means of reducing the data. I was attracted by Miles and Huberman's work 
(1994) and the framework for analysis I developed is based on their concept. 
My analytical process followed three interlinked levels as outlined in figure 5.7. On the first 
level, in the descriptive category, data were summarized and individual synopses created. 
On the second, the pattern category, a more explanatory level, coding categories were 
tried out, relationships in the data were searched for and linkages to the thematic 
conceptual framework were made. And on the third, the interpretive category, a matrix 
analysis of the main themes in the data was carried out. Here, interpretation meant, to 
create a synthesis in form of data integration into the framework of interpretation and into 
the explanatory framework of the study, referring to the research problem and question. 
Participants' 
experiences and 
stories 
1) 
Descriptive 
category 
2) Patterns, 
themes, commo- 
nalities category 
3) Interpretive 
category: 
interpretation of 
research partici- 
pants' perceptions 
Figure 5.7: Categories of Analysis (Source: Miles and Huberman, 1994) 
In other words, this analysis of qualitative data was concerned with 'moulding' data from 
interviews, mind maps, observations and field notes into findings by identifying patterns 
and themes within the data (Patton, 2000). Here, 'moulding' meant to draw conclusions, to 
make inferences, to consider meaning in the phenomenon under study, to illustrate this 
interplay and reflection and to offer 'explanations' for the 'behaviour' (Creswell, 1998). In 
valuing the insightful character of qualitative findings (Patton, 1990), the interpretation 
process is explained in more detail in the next section. 
5.7 Data Analysis - Interpretation or Making, Sense 
Denzin (1994) calls making sense of the data, 'the art of interpretation'. Through 
interpretation of the individuals' experiences of running a family household, of parenthood 
and bearing sole responsibility in a period of unemployment, the study seeks better 
understanding of the reality of those lived experiences. Field and Morse (1994) declare in 
examining the qualities of experience one arrives at the essence of the experience" (p. 27) 
as does Geertz (1973) who emphazises that a good interpretation takes us to the heart of 
the experience being described. The goal of the description embraces a full but realistic 
range of topics which include a complete description of what is being studied while 
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focussing on answering the purpose of the study (Yin, 2003). The descriptive feature also 
refers to the end product, which is an interpretation, a rich description of the phenomenon 
under study. 
In a qualitative study, the researcher is the primary instrument for data collection and 
analysis (Bogdan and Biklen, 1982; Patton, 1990) through which the topic is revealed. I 
found that transcribing the data myself, summarising the accounts and creating the mini- 
biographies was beneficial to my understanding because I developed a sense of the 
complete data set and got a feeling for the data and the research participants' stories; in 
the sense that "interpretation creates the conditions for authentic, or deep, emotional 
understanding" (Denzin, 1994, p. 506). This was helpful in establishing a baseline in terms 
of the research participants' notion of the 'tacit' learning process. 
Gaining an understanding of the individuals' experiences, comes through exhaustive 
description and reflection, rather than through causal explanation (Lynch-Sauer, 1985; Van 
Manen, 1990) because 'thick description' gives context to the experience. It involves 
recreating a situation and as much of the context as possible, as well as its meanings. 
Additionally, it offers a portrayal of an accurate profile of particular individuals, events or 
situations (Robson, 1993). In aiming to provide an 'illuminative analysis' (Miles and 
Huberman, 1994) and a 'thick description' of the experiences, and validate these insights, 
direct quotes from the research participants were added to support the interpretations. In 
providing 'thick descriptions' and interpretations the researcher has to "emphasize, 
describe, judge, compare, portray, evoke images, and create for the reader or listener, the 
sense of having been there" (Guba and Lincoln, 1981, p. 149). This means for the researcher 
to utilise one's own senses, and other characteristics such as patience, versatility, 
flexibility, persistence and passion; this is defined as the researcher's interpretive lens. 
5.8 The Researcher's Interpretive Lens 
In this multi-dimensional approach to analysis the researcher as bricoleur (Levi Strauss, 
1966) creates meaning and interpretation out of (life) experience because life and method 
are intertwined (Clandinin and Connelly, 1994). In consequence, ways and methods of 
making sense of experience are always personal (Denzin, 1994) and connected to the 
researcher. "At the heart of the qualitative approach is the assumption that a piece of 
qualitative research is very much influenced by the researcher's individual attributes and 
perspectives" (Ward-Schofield, 1993, p. 202). 
Because we cannot separate ourselves from what we know, our subjectivity is an integral 
part of our understanding of ourselves, of others, and of the world around us. 
Consequently, the researcher's values are inherent to all phases of the inquiry process 
112 
(Creswell, 1998). This position recognises that the researcher's characteristics and personal 
presence wilt affect the course of the research. "We see the presence of the researcher's 
self as central in all research. One's self can't be left behind, it can only be omitted from 
discussions and written accounts of the research process. But it is an omission, a failure to 
discuss something which has been present within the research itself. The researcher may be 
unwilling to admit this, or unable to see its importance, but it nevertheless remains so" 
(Stanley and Wise, 1993, p. 161). 
In a qualitative study, the researcher is the primary instrument for gathering and analyzing 
data, and all observations and analyses are filtered through that human being's worldview, 
perspectives and values. And, as the underlying assumption of this interpretive approach is 
that there are multiple interpretations of reality, the researcher brings a construction of 
reality to the research situation, which includes other people's constructions or 
interpretations of the subject being studied. Thus, the researcher should be aware of and 
try to represent the multiple realities of the research participants. As much as showing an 
interpretive awareness (Sandberg, 1994), which means to acknowledge subjectivity 
troughout research. 
I am aware that my own subjectivity has affected the outcome of my research, because the 
accomplishment and presentation of the research is based on my interpretation of the 
data, involving my theories, understanding, values and beliefs. I respected what the 
research participants told me while undertaking the analysis. In view of this, my data 
analysis meant, on the one hand, to honour the diverse points of view I found while, on the 
other hand, to also seek patterns across the stories, experiences, and perspectives. 
I based the analysis on my own sense of what categories best represented what I found in 
the narrative data as I looked for commonalities and differences and creating as well as 
abandoning inappropriate categories. I also give an insider's perspective; my own as I drew 
deeply on my own experiences to identify, distinguish and elaborate on issues emerging 
from the narratives of people's stories. Thus, the final product of the analysis is the emic 
perspective filtered through my, the researcher's, perspective. This calls for sensitivity and 
reflexivity in how my (the researcher's) biases and subjectivity may affect the study and 
findings, so the issue of 'reflexivity' is addressed in several ways in this chapter. 
The researcher needs to demonstrate a sensitivity to the research context and all the cues 
and nuances in it (Merriam, 1998), including physical settings, the people, overt and hidden 
agendas, verbal and non-verbal data, as well as personal biases. Strauss and Corbin (1990) 
propose 'theoretical sensitivity' because it indicates an awareness of and refers to the 
attribute of having an insight, the ability to give meaning to the data, the capacity to 
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understand, and capability to separate the pertinent from that which is not relevant. Mites 
and Huberman (1994) point out that "from the beginning of data collection, the qualitative 
analyst is beginning to decide what things mean, noting regularities, patterns, 
explanations, possible configurations, causal flows and propositions. The competent 
researcher holds these conclusions lightly, maintaining openness and scepticism, but the 
conclusions are still there, inchoate and vague at first then increasingly explicit and 
grounded" (p. 207). 
In view of the fact that the analysis of qualitative data relies on the researcher's self in the 
production and interpretation of qualitative data, a 'reflexive account' (Altheide and 
Johnson, 1994) by the researcher concerning the researcher's self and its impact on the 
research needs to be included in the study design. Accordingly, a 'reflexive account' is 
provided in the next section. 
5.9 Reflexive Accounting 
In terms of 'reflexive accounting' (Altheide and Johnson, 1994), my field notes, my weekly 
meetings with a colleague and the weekly state-of-the-art letter home became an integral 
part of my data collection and data analysis which I learned to value from the end of the 
empirical work onwards. At this stage, reflection became an integral part of data collection 
as interviews were transcribed into text files and integral to the phase of data analysis 
where 'putting into words', explaining what one had done, and what one was planning to 
do and expressing thoughts, worries and 'obstacles' became very rewarding in terms of 
'clearing my head' and directing the research. In this way accounting for and discussing 
what I had done and why I had done it, led not only to clarifying my position and 
interpretation, but also to learning about different points of view on and about different 
perspectives of the study and its course. 
'Reflexive accounting' strengthens trustworthiness and refers to the 'validity' (Altheide and 
Johnson, 1994) of a study because the relationship between the researcher, the research 
process and its findings is acknowledged. Making judgements about and giving meaning to 
the data poses the problem of researcher bias. The researcher might assign meanings to the 
text which are different from those that the participants really meant. To reduce such bias, 
the preliminary findings and interpretations were checked with some research participants 
(see member checking, chapter 4, part 1). 
Here, strategies to satisfy criteria for member checking and verification (Phillips, 1987) 
included the consultation of several research participants for their views on my conclusions 
and for verification of the created mini-biographies which were represented and agreed 
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upon by the research participants, and checked with peers (see peer debriefing, chapter 4, 
part 1) on several occasions (presentation and discussion at workshops and conferences). 
Another part of 'reflexive accounting' was to 'do debriefing' with a colleague of mine 
(where the debriefer is a non-involved professional peer with whom the inquirer can have a 
no-holds-barred conversation at periodic intervals). We discussed difficult questions in the 
research process which would have been otherwise avoided. Additionally, it meant to 
discuss methodological considerations with someone open to different methodological 
considerations. 
5.10 Conclusions 
This chapter has provided the final part of the methodology chapter. It provided a 
discussion and illustration of the data analysis framework adopted for the study and 
highlighted decision made about the analytic procedure. The analytic framework and the 
data analysis procedures followed were found to be adequate and appropriate in addressing 
the research problem. Considering the research's interpretive stance, the aim was to make 
sense of the whole situation and the relationship between the research participants and the 
'tacit dimension' of their experiences. The underlying philosophy dictated an iterative 
process of data collection and data analysis (Creswell, 1994; Silverman, 2000). Chapter 7 
and 8 provide the analysis of the individuals' experience of developing 'tacit forms of key 
competencies'; where the data from all 33 adult learners were analysed using the thematic 
conceptual analysis framework. Data from five adults were written up as individual 
narratives/ mini-biographies and these are presented in chapter 7 and chapter 8, with data 
relating to the whole group of research participants appearing in Chapter 9. 
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CHAPTER 6: THE SOCIAL STRUCTURE OF THE TWO GROUPS OF 
RESEARCH PARTCIPANTS 
6.0 Introduction 
My approach to data analysis was set out in chapter 5. This chapter provides a detailed 
demographic description of the 33 individuals who participated in the empirical research; 
and describes general characteristics of the 15 participants who were classified as 
'returned to work' and of the 18 participants who were clustered in the target group 'on 
course'. The study's working hypothesis (see chapter 1, p. 8) indicates that people's degree 
of awareness depends on the level of education and social class (Kierman and Leibowitz, 
1994; Filipezak, 1994). This chapter therefore includes a detailed analysis of the social 
status of the research participants. 
6.1 Classification of Research Participants - General Characteristics 
The target group embraced 33 male and female workers, who had 'tacitly' developed, 
during a period of unemployment, a wide range of 'tacit forms of key competencies'. In 
accordance with the research design, a special research focus was set on women 
returners, among them women who fully concentrated on bringing up their children and 
who did not pursue a career. These women sometimes classified themselves as a 
'housewife' in order to describe their situation while being at home and looking after the 
children. Others preferred the term 'mother' to describe themselves. These mothers were 
regarded as most likely to develop a wide range of competencies and skills while taking 
care of the household. 
The two main criteria for the choice of the target group was a) the inclusion of mothers 
and b) the inclusion of people who had low or no school certificates and who had not spent 
a long period of time in the educational system as set out in chapter 1: Introduction to the 
study. They seemed to be key people with significant experience relating to the working 
hypothesis and focus of the study. The interviews were carried out in relation to the two 
categories as outlined below. 
6.2 The two Target Groups 
The interviews were divided in two categories in order to organise the data into 
manageable units and in order to render possible a process of interpretation and analysis. 
Demographic details of the research paricipants, such as age, gender, family responsibility 
and educational background etc. are set out in Appendix F and G: Social structure of the 
participants 'on course'/'returned-to-work'. The first category embraces the group of 
research participants who were enrolled on a VET course or 'return-to-work course' ['on 
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course' group], at the time of the interviews. The second category embraces the group of 
research participants who had already (successfully) re-entered the labour market, 
['returned to work' group]. This classification, undertaken in table 6.1, furthermore 
helped to structure and categorise the data. 
6.2.1 The First Category group 'on course' 
This category includes interview partners who are mainly women and mothers (16 women/ 
2 men) and who were enrolled on different 'return-to-work' courses. Here the average age 
was 40,0 years. Their perception of achievement or development of skills is strongly 
related to the task of bringing up of children, being responsible for the 'running' of a 
family household and being left to cope on their own. The main reason they stopped 
working is due to motherhood. Giving up work in order to look after the children and 
family household is the dominant perspective in this group. 
Category Women returner 
*names are all pseudonyms 
Other (male and female) 
workers 
`names are all 
pseudonyms 
Barbara Andrew 
'on course' Carla Angelica 
actual participants of Carol Jane 1 
a VET course Carol 1 Richard 
Diane Rachel 
Eunice Sam (Samantha) 
Gena Rina 
Jeanette Wendy 
Total: 18 people Mikki 
Sally 
Jane Amjad 
'returned to work' Jo (Joan) David 
already succeeded in Kate Melvyn 
returning to (new/ Mandy Russel 
same) occupational Margaret Stuart 
field Marian Zainal 
Nuala 
Total: 15 people Thuy 
Tracy 
Table 6.1 : The two Target Groups 
6.2.2 The Second Category group 'returned to work' 
This group of interview participants consists of 15 people (9 women and 6 men), who 
succeeded in returning to work. Here the average age was 37,1 years. For the research 
participants in this group it is very important to be part of the workforce and in paid 
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employment, people 'define' themselves and feel valued (Elliot, 1996) through earning 
money; (see chapter 1). 
6.3 Social structure of the Research Participants 
A classification into groups and clusters has been undertaken, and attempted for all 
participants. The relegation to different clusters took place in relation to the achieved 
school leaving certification, the school to work/education transition, the job/career 
profile and the expressed former and current living situation. The 'use of language and 
word' of the participants was also taken into account, also the feelings I had while the 
interview lasted. The single/ marital status had been identified as an influencing factor 
concerning the current living conditions and financial situation. It showed that - in general 
- married individuals seemed to be financially more secure and 'better off'. Three broad 
groups in terms of social class, a) working class, b) upper working class/ lower middle class 
and c) middle class can be identified. The group of interview participants can be divided 
according to these three broad clusters. It is important to note that the concept of class 
that is used here, does not refer to a stereotyped picture of a simple schema of society, it 
should not be understood as a way of simplifying complex societal structures and relations. 
Furthermore, understanding society in terms of social class is not the main aim of the 
project or this analysis, but it is one facet of the whole picture of the project and analysis. 
One has to keep in mind that "the post-modern acceptance of the relativism of competing 
explanations of reality places a question mark over whether one explanation is possible 
any more (if ever was)" (Ainley, 1993, p. vi). The idea of using the concept of class here is 
to cluster similarities and commonalities within the data in order to achieve a deeper 
insight in and understanding of the participant's expressed thoughts/ experiences and 
living situation. 
The majority of research participants in the category 'on course' came from a working 
class background (44%) The majority of research participants in the category 'returned to 
work', on the other hand came from a middle class background (53%). For each individual 
research participant in both of the groups, their personal situation was of enormous 
importance to them and influenced their way of life and their personal perception. This 
had an impact on the expressed statements. The research participants from a middle class 
background -in both categories- showed, on a general level, a similar 'life situation'. All of 
them lived in a prosperous area of Guildford, Surrey, owned a house or paid a mortgage, 
possessed two cars and were married to husbands who held 'well paid' jobs. Middle class 
mothers (from both categories) especially expressed their wish to return to work or to 
return to full-time work as soon as possible. 
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6.3.1 Social Structure of the Participants 'on course' 
Composition 
The group consists of 16 women (Angelica, Barbara, Carla, Carol, Carol 1, Diane, Eunice, 
Gena, Jane 1, Jeanette, Mikki, Rachel, Rina, Sally, Sam and Wendy) and two men (Andrew 
and Richard). 18 people in total; 17 participants are European and one female, Rina, is 
Malaysian. 
Age 
The research participants were between 23 years and 57 years old, which gave an average 
age of 40,0 years. 
Marital status 
Andrew, Angelica, Diane, Rachel, Rina, Sally and Jeanette were married. Carol and 
Richard (without children), Mikki and Gena (with two children) were single. Barbara, 
Carla, Eunice, Wendy and Jane 1 were divorced. Carol 1 and Sam had re-married. 
Children 
Almost all the participants had children ranging from one to four children per family 
(average amount of children is 2,22 children per family in this group). Carol and Richard 
had no children. Single parents were Barbara, Carla, Gena, Eunice, Jane 1, Mikki and 
Wendy. 
6.3.1.1 Groups of Social Class 
The social background of the people is either middle or working class (see table 6.2). The 
working class people do not possess high earning jobs, and their spouses do not seem to 
work in highly paid jobs either. People from the middle class are far better off and 
experience a higher standard of living. The spouses in this class seem to be in higher paid 
jobs and this factor contributes to and influences the financial situation and resources of 
the family enormously. However, money is a major concern for all participants, across the 
social classes. This reflects the worries about the financial situation of the whole group of 
participants and which is examined in more detail on page 7. 
Working class (WC) Andrew, Carla, Carol, Gena, Janet, Mikki, Richard 
and Sally. 
Upper working class (UWC)/ Eunice, Barbara and Wendy. 
Lower middle class (LMC) 
Middle class (MC) Angelica, Carol 1, Diane, Jeanette, Rachel, Rina, and 
Sam. 
Table 6.2: Groups of Social Class 
119 
The majority of research participants in the category on course' came from a working 
class background (44%) as expressed in the pie-chart below. This circumstance could be 
caused by the nature of the CVT/ 'return-to-work' courses, because the 'Skills Plus' and 
the 'Pre-vocational training' course especially targeted people, who had left school early 
with few and or no qualifications. Very often these participants had difficulties with 
literacy and numeracy skills and some were diagnosed as being dyslexic. 
Social structure on course' 
399 
 wc 
  uwc 
0 AMC 
Figure 6.1: Social Structure On Course' 
Taking the jobs, career pathways and occupations into account and using them as an 
indicator for social class, shows that the participants clustered in the middle class pursued 
jobs as a nurse, teacher, lecturer, well paid secretary, and in a recruitment firm. The 
participants of the upper working class and lower middle class worked as a proprietor of a 
coffee shop and nursery supervisor/ classroom assistant. And the participants clustered in 
the working class worked as lorry driver, hairdresser, factory worker, shop assistant, work 
in catering services, childminder, worker in a zoo, and cleaner. 
The middle class participants left school at a later stage and achieved higher (mostly A- 
levels) school leaving qualifications. Angelica, Rachel, Rina and Sam achieved a university 
degree. Jeanette mentioned an unfinished university course and went to work for a 
building society. The participants clustered in the working class and upper working class/ 
lower middle class mostly left school earlier (between 13 and 16 years of age) and went 
straight into employment. Three participants (Carol, Mikki and Sally) left school with no 
qualifications. Carol, Mikki and Richard are dyslexic. A summary of these statements is 
given in the following table 6.3: Overview of the social structure of the participants 'on 
course': 
% 
I 
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Name Age Class School 
cert. 
Job after school Later/recent job or 
qualification 
Andrew, m 3 WC - at 15 Airforce (3 years) Lorry driver 
Angelica, m 42 MC A-level Nurse Teacher, counselling 
Barbara, d 36 LMC - at 16 Office junior Sales assistant, dinner lady 
Carla, d 34 WC - at 16 Hairdresser Childminder 
Carol, s 33 WC - at 15 YTS technical 
orientated 
Work in factory 
Carol 1, rm 4 MC - at 15 Secretary Secretary 
Diane, m 57 MC - at 16 Typist Secretary 
Eunice, d 6 UWC - at 16 Instructor horse 
riding 
Landlady, coffee shop 
Gena, s 3 WC - at 16 Shop assistant 
Jane 1, d 0 WC - at 16 Catering services Pharmacy assistant, 
childminder 
Jeanette, 
m 
39 MC A-level 
at 18 
Building society (14) Work for building society 
Mikki, s 30 WC None at 
15 
No memory accident Work in a zoo 
Rachel, m 34 MC A-level 
at 16 
Recruitment firm Degree in law 
Richard, s 55 WC - at 19 Work shipping firm Work in main office of 
charity 
Rina, m 0 MC A-level Lecturer Masters, lecturer 
Sally, m 6 WC None at 
13 
Nanny, cleaner Supermarket cashier, 
cleaner, chambermaid 
Sam, rm 36 MC A-level Teacher Teacher 
Wendy, d 41 LMC - at 18 Life insurance 
company 
Nursery supervisor, 
classroom assistant 
KEY S= single 
WC = MC = LMC= lower middle rm = remarried 
working middle class d= divorced 
class class m= married 
Table 6.3: Overview of the Social Structure of the Participants 'On Course' 
The above statements can be summarized in four different clusters. 
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6.3.1.2 Clusters 
a) Married and middle Glas 
(Angelica, Caroll, Diane, Jeanette, Rachel, Rino, and Sam): All participants, except Rina, 
express that they - as a family - have enough money and experience a good life style. They 
have a mortgage on their house, and have two cars. Most of them state being unhappy 
while being at home and looking after the children. They missed being at work and with 
their colleagues. They also would like to return to work in order to have a little more 
money for spending on extra things. Angelica, Caroll, Rina and Sam have three children 
each and Rachel has four children. Jeanette and Diane have two children each, but 
Diane's children are grown up and are no longer living at home. 
b) Married and working class 
(Andrew and Sally): Andrew and Sally are both content with their lives, both are warm 
hearted and open towards other people. They went through the ups and downs in life with 
the help of their partners. They have worked all their lives so far and take things 'as they 
come'. Andrew worked most of his life as a lorry driver and likes travelling around Europe 
in his lorry. Sally raised four children and has one grandchild (being 46 years old). Most of 
the time she did cleaning jobs. Both acquired a lot life experience and they are quite 
'realistic' about their lives and future. 
c) Divorced and lower middle/ upper working class 
(Barbara, Carla, Eunice and Wendy): All women are a little bit bitter and cynical about 
their situation. Especially Wendy, who cannot understand why her husband left her. Money 
is a major concern for this group of participants, and they claim that it is hard to bring up 
children on their own with little money available. They all returned to work when the 
children got older, but all had to juggle childcare and work, therefore they worked in 
typical female part-time jobs, such as cashier, dinner lady, hairdresser and classroom 
assistant. They put their hopes in the 'return-to-work' course they were enrolled on, as 
they hope to find a 'proper', better paid job afterwards. They believe 'new' qualifications 
will help them in finding a better paid, higher status job. Barbara, Carla and Wendy stated 
that their self-confidence was not very high before they came to the course. 
d) Single and working class 
(Carol, Gena, Mikki and Richard): Richard and Carol do not have children, Mikki has two 
daughters who live with their grandmother. All the participants live on their own in a one 
bedroom flat. Gena split up recently with her boyfriend and has two children. Carol and 
Mikki both left school with no qualifications. Carol, Mikki and Richard are dyslexic and 
experienced a lot of difficulties at the same time. Richard had to stop working when he 
looked after his parents and became their carer for several years after they developed 
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cancer. Mikki's children were taken away from her, because she could not cope with 
them. She had an accident after she left school and this incident wiped out a lot of her 
memories. Carol was proud of her former job in a factory, and she called herself a 'light 
engineer' 
6.3.1. Financial Situation 
While identifying cluster among the interview participants, the single/ marital status had 
been identified as an influencing factor on the current living conditions and financial 
situation. The middle class participants of the middle class are all married and in a better 
financial situation. Most of them live in a house in the Guildford area and pay a mortgage. 
Their husbands have a well-paid job and they can afford a better lifestyle, e. g. holidays, 
two cars, etc. The interviews showed that - in general - married individuals seemed to be 
financially more secure and 'better off'. Their situation of returning to work was driven by 
an urge and need for self-fulfilment; and an urge to earn some 'extra-money' for the 
family expenditure. Among this group of married women there was a strong awareness of 
'being useful' and pride in contributing to the family income. They saw their time of 
staying at home and looking after the children and household as a 'phase', which would 
come to an end when the children were older and went school. The same applied for Carol 
1 and Sam as they had meanwhile remarried and furthermore given birth to another child 
from this new relationship. On the contrary, all the divorced women are clustered in the 
working class and experienced financial difficulties. They all were single parents at the 
time the interview took place. They described this situation as a struggle to 'make ends 
meet'. Their main reason for returning to work or for enrolling on a 'return-to-work' 
course was their financial situation. Either the financial support from the former husband 
had stopped or lessened and they needed to earn the money to 'keep the family alive'. 
The group of single working class people (without children) were on the same course, a 
'pre- vocational training' course (PVT), a literacy and numeracy course for dyslexic adult 
learners. They also experienced financial difficulties due to the fact of not receiving a lot 
of money while being unemployed or living on state benefits. Mikki and Carol had 
furthermore managed to get themselves into serious debts. 
6.3.1.4 Career/ Job Progression 
Among the participants, career pathways and job progression mainly fall into three 
categories. Firstly, a smooth, steady ongoing career progression in the same or related 
field of work which applies to the majority of participants (Angelica, Andrew, Barbara, 
Carla, Carol, Caroll, Diane, Gena, Jeanette, Richard, Rina, Sally, and Sam). This means 
staying up to 12 years in the same job or even company. Secondly, a career pathway filled 
with changes in jobs (Eunice, Jane 1, Rachel, Wendy) before and after children were born. 
And thirdly, career progression with interruptions and job changes (Mikki). 
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6.3.2 Social Structure of the Research Participants 'returned to work' 
All participants are mature people, and in the majority are women; they all seem to be 
well settled in their personal circumstances, the area where they live, work, friends, 
social lives etc. Most of the participants are married and have children, the amount of 
children ranges from one to six children per family. 
Composition 
The group consists of 15 people, 9 women (Jane, Jo, Kate, Mandy, Margaret, Marian, 
Nuala, Thuy, Tracy) and 6 men (Amjad, David, Melvyn, Russet, Stuart, Zainal); 15 people in 
total. The group includes two young men (Amjad and Zainal) who are Bangladeshi and one 
young woman (Thuy) from Chinese origin. 
AP, e 
The age ranged between 24 years and 54 years, which gives an average age of 37,1 years. 
This average age is about three years younger than the average age of the other interview 
group (participants on course); the average is at 40 years of age. 
Marital status 
Russet and Thuy were single and had not been married so far. Melvyn was engaged. David 
and Stuart were divorced. Nine people were married: Amjad, Jane, Kate, Mandy, 
Margaret, Marian, Nuata, Tracy and Zainal. Jo had re-married. 
Children 
Almost all participants had children, all women had children, ranging from one to six 
children per family (average amount of children is 1,66 children per family in this group) - 
except for Amjad, Melvyn, Russet, and Zainal who had no children. 
Single parents were David, Stuart, and Thuy. 
6.3.2.1 Groups of Social Class 
People in this group came either from middle or working class, as summarised in Table 6.4 
and Figure 6.2. The working class people did not possess high earning jobs, and also their 
spouses did not seem to work in highly paid jobs. The majority of research participants in 
the category 'returned to work' came from a middle class background, see Figure 6.2. 
Working class (WC) David, Melvyn, Stuart, and Thuy. 
Upper working class (UWC)/ Jo/ Jane and Tracy 
Lower middle class (LMC) 
Middle class (MC) I Amjad, Kate, Mandy, Margaret, Marian, Nuata, 
Russet and Zainat. 
Table 6.4: Groups of Social Class 
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The (lower) middle class participants in general, were far better off and experienced a 
higher standard of living. Here both parents were in paid jobs and these factors 
contributed to and influenced enormously the financial resources of the family. This is 
explained in more detail on page 126. A summary of the statements is given in table 6.5 
Overview of the social structure of the participants 'returned to work'. 
Name Age Class School 
certificate 
Job after school Later/recent job or 
qualification 
Amjad, m 6 MC A-level at 
16 
To university Degree in geology 
David, d 39 WC - at 16 Machinist Machinist 
Jane, m 7 LMC - at 17 Clerk/ typist Word processor 
operator 
Jo, rm 6 UWC - at 16 Hairdresser (13) Dinner lady 
Kate, m 39 MC - at 16 Office work/ clerk Civil servant 
Mandy, m 35 MC A-level at 
18 
Secretary Childminder 
Margaret, 
m 
54 MC A-level 
at16 
Nanny Teacher 
Marian, m 38 MC - at 17 Office work/art 
college 
Bookkeeper 
Melvyn, s 35 WC G(C)SE at 
16 
Plumber Plumber 
Nuala, m 35 MC - at 18 Secretary Secretary 
Russel, s 3 MC A-level Carthograph Carthographer 
Stuart, d 37 WC None at 16 Electronics cityatguild Sales assistant in pc 
shop 
Thuy, s 32 WC None at 17 Childcare Shop assistant 
Tracy, m 37 UWC - at 17 Work in sandwich bar Special needs teacher 
Zainal, m 4 MC A-level at 
16 
To university Degree in chemistry 
s= single m= married 
d= divorced 
rm = remarried 
Table 6.5: Overview of the Social Structure of the Participants 'Returned to Work' 
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Social structure 'returned to work' 
53% 
 wc 
 uwc 
QLMC 
QMC 
Figure 6.2: Social Structure 'Returned to Work' 
Taking the jobs, career pathways and occupations into account and using them as an 
indicator for social class, shows that the participants clustered in the middle class pursued 
jobs as a secretary, civil servant, teacher, and bookkeeper. Amjad and Zainal are 
categorised as middle class, despite them working in a shop and at a petrol station. Here 
other factors such as educational background and their personal views and hopes were 
more decisive. The participants of the upper working class and lower middle class pursued 
jobs as a special needs teacher and a word processor operator and dinner lady/ charity 
work. Respectively, the participants clustered in the working class pursue jobs as a 
machinist, plumber, work in computer shop, and shop assistant. The participants in the 
middle class left school between 16 and 18 years of age and achieved higher (mostly A- 
levels) school leaving qualifications. Two participants achieved a university degree 
(Amjad, Zainal). Marian finished art college. The participants clustered in the working 
class and upper working class/ lower middle class mostly left school at 16 years of age and 
went straight into employment. Two participants (Thuy and Stuart) left school with no 
qualifications. 
The above statements can be summarized in five different clusters. 
6.3.2.2 Clusters 
a) Married and middle class 
Amjad, Kate, Mandy, Margaret, Marian, Nuala and Zainal: All of them say they are happily 
married, live in `nice' areas and have detached houses and experience no financial 
worries. 
b) Single and middle class 
Russell is more than happy to be back in work and remembers the time when he was 
unemployed as "awful" and "very depressing". 
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c) Married and lower middle/ upper working class 
Jane, Jo and Tracy: They all are content and happy with their current situation, they 
enjoy working, having overcome 'bad patches' and 'rough times', financially, health- and 
family situation- wise. 
d) Divorced and working class 
David, Stuart: They are both single fathers and 'struggle' financially while 'juggling' work 
and childcare. They dream about getting better jobs in the future when the children are 
older and independent. 
e) Single and working class 
Melvyn and Thuy: Melvyn is content with his situation, "there is always work for 
plumbers", plans to get married and will buy a house soon. Thuy is dyslexic and dreams of 
getting a better paid job. 
6.3.2.3 Financial Situation 
The research participants' perception of themselves, their achievements and the 
expressed development of 'tacit forms of key competencies' is strongly influenced by the 
situation of being 'employed' or 'in work' again. Being able to earn money and able to 
focus on something else rather than 'merely' the household and the children is the axis of 
life for these participants. The personal situation of being able to 'earn money' is very 
important to this group, and people define themselves through it. The research 
participants feel good when contributing financially to the household income and feel very 
much valued and "worth something" by having paid employment. 
6.3.2.4 Career/ Job Progression 
Among the participants, career pathways and job progression falls mainly into four 
categories. Firstly a smooth, steady ongoing career progression in the same or related field 
of work -before and after the 'return-to-work course' which applies to the majority of 
participants (David, Jane, Kate, Mandy, Margaret, Marian, Melvyn, Nuala). Secondly, a 
smooth, steady ongoing career progression in the same or related field of work -before the 
period of unemployment and which, since then, has not gone so smoothly and thus was 
filled with disappointment of/in the job (Russet and Thuy). Thirdly, a career pathway 
filled with changes in jobs, due to the responsibilities of looking after the household and 
children (Jo and Tracy). Stuarts' career pathway is filled with changes in his job and work 
field, even before he became a single parent, but it became more difficult for him to find 
an appropriate job because of childcare issues. And lastly, a career progression that does 
not meet the wishes of the participants (because they are much higher qualified) and can 
be described as just jobs taken to earn money (Amjad and Zainat). 
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6.4 Conclusions 
This chapter has laid out the general characteristics and the social structure of the two 
groups of research participants. It has underlined and demonstrated the study's concern 
about the single individual and his or her degree of awareness about acquired 'tacit forms 
of key competencies' and the overall assumption that people's degree of awareness 
depends on their level of education and social class (Klerman and Leibowitz, 1994; 
Filipezak, 1994) which is encapsulated in the study' working hypothesis (see chapter 1, 
p. 8). Thus, people with low school leaving certificates and who have lower social status 
are not as aware of their achievements as people are who have a 'better' social 
background, and who have received a higher level of education (Turner, 1995; Turner and 
Lloyd, 1995; Behrman and Nevzer, 1997; Jacobs, 1997). 
Chapters seven and eight follow by providing a full descriptive account of the experiences 
of the research participants, derived from the thematic conceptual framework discussed in 
chapter 5 and from the developed mind maps, which provided a visual image from which 
to speak (see chapter 4, part 2) and which were used as a research tool to make tangible 
and structure the experience of developing 'tacit forms of key competencies'. 
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CHAPTER 7: THE EXPERIENCES OF THE RESEARCH PARTICIPANTS IN 
THE GROUP ON COURSE' 
7.0 Introduction 
This chapter describes the experiences of the 18 research participants who had been 
classified as 'on course' (see chapter 5); they were enrolled on a CVT course or 'return-to- 
work course' at the time of the study. The chapter focuses on the research participants 
reflections upon their experience of developing 'tacit forms of key competencies', in a 
period of unemployment and 'family phase'. It includes identification of the developed 
'tacit' competencies and skills by using the starfish model, together with the notion of how 
aware are participants of them. Furthermore, the expressed feelings (such as a lack in 
confidence), thoughts and emotions about this time in the lives of the participants were 
explored. 
The intention here is to present the developed 'tacit forms ofkey competencies' and the 
experiences of this specific group of individuals as a basis from which to interrelate the 
development of 'tacit' competencies, the degree of awareness and amount of confidence 
people draw from it. An account of the different perspectives was produced in form of an 
overview data sheet (see Appendix C) which formed the basis as the thematic conceptual 
framework for the analysis. In addition, five mini-biographies are presented to illuminate 
this part of the biography and life-story of the research participants. This was felt to be 
adequate addressing the general research question: How do people experience the 
development of 'tacit forms of key competencies' while being out of paid work? And 
additionally, to address the sub-questions: How do individuals acquire 'tacit forms of key 
competencies'? To what extent are people aware of their developed 'tacit forms of key 
competencies? How do they 'see', 'rate' and 'value' their capabilities? as outlined in 
chapter 1. 
7.1 Experiences of the group of research participants 'on course' 
The aim of the study is to make the 'tacit' dimension of the development of skills and 
competencies tangible and explicit. In-depth, (socio-)biographic interviews were 
undertaken to explore and describe which 'tacit' competencies the research participants 
were thought to have acquired, learned and mastered and 'What this situation was like in 
this period? ' The interviews were accompanied by the creation of a mind map, (see ch. 4) 
in which the research participants were asked to write down key words and expressions 
that described their experiences, in relation to three main aspects. The first aspect 
referred to 'a short biography, and important persoal life history events', marking special 
and critical events. The second referred to 'tacit knowledge and competency development' 
in this time. And lastly, with respect to 'emotional aspects', how did they feel at this time 
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in their lives while developing 'tacit forms of key competencies'? The technique of mind 
mapping was very useful in several ways. First of all, mind mapping was a powerful 
technique to make explicit the ' tacit dimension', to reveal 'tacit forms of kev 
competencies' and the feelings, emotions about the 'tacit' learning process behind this 
experience. 
At this point it needs to be mentioned that the difference in the meaning of the concepts 
'key competencies', 'competences' and 'skills' was not relevant for the research 
participants and not important for the identification of the 'tacit' dimension. When asked to 
describe a normal daily routine and the tasks and chores they had to fulfil, the research 
participants mentioned their developed competencies in many ways; some research 
participants state and remembered chores and competencies in a very detailed way. 
Rachel, 34, mother of four, explains: "Everything that is related to the children and the 
household. Washing, cooking, cleaning and clearing away things. Clean the children's shoes 
etc. All these little things. I also deal with the teachers in school, attend assemblies, write 
the cheques for the school, read the newsletter, know what is going on in school. I also pay 
the bills, organise birthday/dinner parties, buy presents for the children, or if they or we 
are invited to a party. I tend to buy the school uniforms, new shoes for the children, 
trainers. Check their P. E. bags and library books. All sorts of things. " 
Eunice, 46, with three children, summarized this period by stating: It was just one round 
of washing, cleaning, ironing, cooking, taking the dogs out, shopping. A normal work day". 
7.2 The 'Tacit Dimension'- Identification of 'tacit forms of key competencies' 
The 'tacit' dimension of the experience, or the development of 'tacit forms of key 
competencies' became tangible when people talked about the part of their life story, the 
experience of learning how to run the family household. Tacit dimensions could be 
identified and made explicit while encouraging the individuals to tell their stories, by 
listening to them, and by probing and reading 'between the lines' of their statements. 
Expression such as It comes natural", "You get a routine" and "You learn by mistakes" 
were attempts undertaken by the research participants to express the experience of 
developing 'tacit skills and competencies', to grasp the 'tacitness' of the situation. Caroll 
described this in her words as: "I had this feeling. You trust your instinct; there is like a 
concept in your head". Eunice's response exemplified this 'tacit' dimension of competency 
development as "it is similar to car driving, you are doing it without even noticing or paying 
attention to it". She asserted: "You get the drift of what is going on". 
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7.2.1 Identified 'tacit' skills and key competencies - related to the 'starfish 
model' 
In a first step towards the identification, the research participants were asked to state and 
describe which key competencies they thought they had developed. This produced a short 
list of key competencies; through probing and questioning about the daily routine, other 
'tacit forms of key competencies' were recalled and named. Some skills were described in 
more words than by a concept. Sally expressed her thoughts as: "I was also the one who 
gave them the disciplinary bit, my husband has more patience". A whole range of skills 
and competencies were being identified throughout the interview while participants were 
responding to and thinking about the question of "What skills do you think you achieved/ 
learned/ mastered? " The extent of the range of skills and key competencies mentioned is 
listed on page 132 in the form of a list. The recalled 'tacit forms of key competencies' were 
then documented, summarized in the data analysis and assigned to five different 
categories: learning competencies, content related and practical competencies, social 
competencies, methodological competencies and competencies related to attitudes and 
values within the developed starfish model (see Figure 7.1). An overview is given in Figure 
7.2 the mind map: Overview of key competencies category 'on course'. 
Figure 7.1: The developed Starfish Model 
A whole range of verbal descriptions, explanations of competencies and skills could be seen 
within the list created by the research participants. The identified developed or acquired 
skills are not being judged in terms of importance or value. Each mentioned skill is 
accorded the same importance. Therefore, each statement, mentioned key competence or 
skill is assigned to one of the five 'categories' with the relevant meaning. In doing so, the 
starfish model was used as a pre-defined starting point for the analysis and identification. 
It 
helped to locate, structure and cluster the tacitly acquired key competencies and skills 
that were mentioned. It was employed as a basis for the heuristic investigation of personal 
and biographical experiences so as to capture the 'tacit dimension' and was empirically 
discussed and underpinned through the investigation of the learning experience as 
exemplified in this and the following chapter. 
Work content; subject matter related competencies 
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7.3 General overview of the key competencies an skills in (54) groups 
In total, 54 different key competencies and skills were identified. The twenty-four most 
often mentioned competencies and skills, e. g. organisation and managing, are presented in 
table 7.3 'frequency of the acquired key competencies'. A representation of the 'tacit' 
knowledge base of the individuals, the variety of skills acquired and identified by the 
research participants, which were mentioned once, and not included in the table, but are 
listed below: 
" Domain specific skills, 
" Teaching skills, 
" Prioritising, 
" To adapt to situations, 
" Discipline, 
" Negotiating, 
" Sewing, 
" Gardening, 
" Maintenance, 
" Decorating, 
" Driving skills, 
" Writing skills (letters and applications), 
" Typing skills, and in dealing with the paperwork, 
" Telephone skills, 
" Memory skills. 
" Skills in supporting/encouraging: At that time my husband was 'climbing the ladder', 
and he needed support and encouragement from me. " 
" Interview skills: " as I was interviewing all the baby sitters and people who applied for 
the cleaning/childcare jobs. " 
" Being aware of what the children are doing. 
" Being 'spacially' aware where the children are. 
" Role model: "Because we are the "grown-ups" and we have to show them how to do it. 
You become a role model, and you become aware of it. " 
" Interest in welfare: "I am more caring about other people now. " 
" Discipline: "I was also the one who gave them the disciplinary bit, my husband has 
more patience. " 
" Time appreciation: "You learn that time is precious. " 
" Being efficient: "I have learned to manage a house much more effectively in terms of 
keeping it clean, keeping the inhabitants fed, keeping it tidy enough to work or to play 
in. " 
" Recycling: "You learn to 'recycle' things, heat up food, prepare a meal with leftovers 
etc. " 
" Give excuses: "I have learned to give excuses to people. " 
" Parenting: "I am more 'family wise'. It's basically bringing the children up, and being a 
good parent. " 
" Basic needs: "Making sure that the children are clean, fed and clothed. " 
" Explaining: "Giving explanations to the children. " 
" "Dealing and being in charge of people. " 
Encouraging the research participants to reflect upon their daily routine enabled the 
identification and enumeration of competencies that they became aware of having 
developed. 
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7.3.1 Frequency of the acquired key competencies 
While looking at the stated acquired 'tacit' key competencies and skills (see fig 7.2), it 
transpired that some key competencies and skills were mentioned more often than others. 
This section draws out the acquired 'main' key competencies and skills which are then 
analysed in the following pages. In order to gain an understanding and clearer picture, of 
which 'tacit' key competencies and skills are common ones, those that a `larger' group of 
the participants had acquired, the twenty-four most mentioned competencies thus are 
summarised and clustered in Figure 7.3: 'Frequency of acquired key competencies'. 
Frequency of acquired competencies 
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Figure 7.3: `Frequency of Acquired Key Competencies' 
Key to the table 'Frequency of Acquired Key Competencies' 
1. organisation, 13. tolerance, 
2. routine, 14. control of emotions, 
3. pre-planning, 15. dealing with stress, 
4. planning, 16. communication, 
5. time management, 17. Listening, 
6. managing and budgeting, 18. socialising with other parents, 
7. multi-tasking, 19. independence, 
8. responsibility, 20. cooking, 
9. Life-experience, 21. nursing, 
10. altruism, putting the need of others' first 22. shopping, 
11. understanding, 23. safety and 
12. patience 24. creativity 
123456789 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 
Competencies 
  Seriesl 
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The twenty-four competencies and skills represented in the table above are: organisation, 
routine, pre-planning, planning, time management, managing and budgeting, multi-tasking, 
responsibility, life-experience, altruism, understanding, patience, tolerance, control of 
emotions, dealing with stress, communication, listening, socialising with other parents, 
independence, cooking, nursing, shopping, safety and creativity. 
In terms of achieving a more condensed and intensified perspective, together with 
clarification and understanding, only the seven most frequent key competencies and skills 
were selected to be further analysed in this study. In answering the question "What 
competencies or skills do you think you have acquired while looking after the (family) 
household? ", seven key competencies are the most frequent ones mentioned. All 
competencies and skills that are mentioned fewer than five times are left out of the 
further analysis and discussion. 
The focus and discussion is now on the top seven competencies and skills. These are: 
Organisational skills, Managing and Budgeting, Multi-tasking as well as Patience, Altruism, 
Planning, Cooking as well as Time management, and finally, Responsibility. 
7.3.1.1 Organisational skills 
'Organisational skills' were the most common developed key competencies or skills. The 
mentioned term 'organising' refers, on the one hand, to 'organising the household' and, on 
the other hand, to 'organising the family life'. This includes organising spare-time, 
evenings out, the baby-sitter, parties, holidays etc. The major task is to 'organise the 
days' and to 'organise the weeks'. Household tasks (doing the shopping, washing etc. ) and 
events related to the children and family activities (birthdays, visits) have to be co- 
ordinated and combined. 'Organising' is the most essential task especially for mothers at 
home as the effect of not organising everything and not 'being organised' is not a desirable 
experience, as Rachel pointed out: "I am far more organised now, if I would leave it for 
just a day - it would be a nightmare. It is always a nightmare if I am sick or ill, because 
everything, every routine comes to a halt. And that is chaos". 
In essence, 'organising' is the most frequent mentioned key competence. In order to be 
organised and to stay organised a 'routine' was developed by the research participants. 
This developed routine was the vehicle to carry out and to support the organisation of the 
household and family life. Here 'to be organised' means to fulfil the range of tasks that 
family life requires and 'dictates'. Sam observed: "there has to be food in the fridge" as 
the children will be hungry, and "the washing of the clothes has to be done as the whole 
family needs fresh, clean clothes". 
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Consequently for parents being responsible for the organisation of the household, there is 
not much choice and freedom, when to do a task. Organising here means 'doing something 
that is necessary' and can be seen as solving and overcoming a problem or preventing a 
collapse of the 'micro-cosmos family'. Whereas for a single person, the 'pressure' of 
household duties is minor compared to that of a parent because there is a far greater 
element of choice and freedom, for the single person who can choose when to do certain 
tasks. 
7.3.1.2 Managing and budgeting 
Managing the household meant most of the time clearly separated tasks for husband and 
wife, as Barbara described: "My husband did everything outside the house and the major 
electrical work. I did everything domestic and related to the children". Budgeting the 
household expenses is an important and necessary task for single people and for parents 
who are in charge of 'running' the family household. Both parties have only a certain 
amount of money that they can spend and most of the time it is a limited amount. Mikki 
said: "I only buy what's on my list" and Carol explained: "I definitely learned to control the 
spending of my money. What comes first: paying the bills or spending it on something 
silly? ". Angelica confirmed "I learned to manage a small budget, as I also pay the bills - 
and need to know what's in the account" and Rachel indicated: "Budgeting; not spending 
everything in one go". The term 'budgeting' reflects the perspective of the majority of the 
research participants, as it is essential to control the spending of the money and to keep a 
financial overview. A view Sally commented: "I saw other people getting themselves into 
debt, so I rather didn't spend money I didn't have. Still, we always managed a good 
Christmas. The only time when we spent money on presents and sweets and food. I always 
wanted the children to remember Christmas". 
7.3.1.3 Multi-tasking as well as Patience 
Whereas multi-tasking seems to be a key competence and skill developed primarily, and 
more likely, by people who are 'running' a family household and who also have to deal 
with the needs of (young) children, patience is a key competence and skill developed by 
parents and single people. Sam stated: "I am able to multi-task to an extent, out of 
necessity". Multi-tasking refers to an ability or key competence that is described in a lot of 
different ways. It is often referred to as 'juggling' as Diane explained: "I learned to 'juggle' 
with everyday tasks and to fit jobs in", flexibility or as Barbara expressed: " to deal with 
more than one demand at a time". Patience is a key competence that is developed in 
order to stay calm and level-headed while dealing with difficult situations as Diane pointed 
out: "You learn very much to be patient - not to shout at the children, even when you are 
tired". 
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7.3.1.4 Putting others' needs first 
Mothers especially expressed the experience that they -after they had had children- 
changed and became less self-centred and less selfish. As Jeanette observed: "I am less 
selfish. You have to drop your interests - they become second". For the research 
participants it felt as if suddenly the needs and interests of the child/ children came first. 
Putting the children's needs first meant a huge change to them. 
7.3.1.5 Planning, 
'Planning' is essential for families, in order to organise and plan family life and co-ordinate 
all the demands of the family members. Rina observed: "A good deal of planning - at least 
one week in advance", this meant for her "keeping one step ahead". Single people also 
emphasized 'planning' as they had to organize their situation of being 'unemployed', eg. 
seeing a careers advisor, making job interview appointments, collecting income support 
from (post) offices on a certain day etc. 
7.3.1.6 Cooking 
Single people as well as parents stated that their cooking skills improved a great deal 
simply due to the fact they were in charge of the cooking once they had left their parents' 
home. Caron stated respectively: "When I got married I couldn't cook. In school I hated 
cooking lessons. So, in the beginning, we had raw sausages and lumpy gravy. I didn't know. 
I would peel peas". And Richard confirmed: "I learned to cook; what to shop and how to 
prepare the meal. Later cooking became my hobby". 
7.3.1.7 Responsibility as well as time management 
Becoming responsible indicated a 'massive' change for the individual in their personality, 
especially if they became a carer for children or elder relatives. Suddenly they 'had to 
grow up' and face the responsibility not only for themselves but also for somebody else. 
Janet explained: "I became much more responsible, but I also had much more 
responsibility". Time management became important in order to make possible the 
planning and organizing of activities and days. For mothers, school pick-up times, after 
school clubs etc. dominated the planning of the day. Diane's response was a good example 
of time management: "The children had to be at school and picked up at a certain time. I 
used this time to do the dishes, cleaning, ironing, dusting, hoovering shopping and cook 
the meals- things like this". 
7.4 Reflection on the stated, acquired 'tacit' key competencies and skills 
It seemed that the debate about key skills in Britain had achieved an awareness of people 
towards the word `skill'. The research participants seemed to have no problems to state 
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one or two skills/ competencies after being asked to name some. Stating firstly 
'organising' and secondly 'managing' as acquired key competencies and skills, supports 
this assumption. Also the fact that the interview participants are currently enrolled on a 
'return-to-work' course could support the assumption that the term 'skill' is known and 
used in the daily language. As the development of skills, most of the time, are at the 
centre of attention on such a course. Still, to receive a fuller, wider and more detailed 
picture of developed 'tacit forms of key competencie' the recollection process of the 
research participants was fostered through in-depth, semi-structured, (socio-)biographical 
interviews, as the primary strategy for data collection. This created an ability to 'tell' and 
an awareness of the research participants towards their achievements and developed 'tacit 
forms of key competencies'. 
Through probing and with the aid of the mind map, a wide range of developed personal 
and individual key competencies could be named and recollected that show a deep 
involvement of the individuals in the process of 'running' the (family) household. This 
involvement creates a change in the personality of the research participants. People admit 
to having become far more organised, patient, responsible and less selfish. This change in 
their personality is important and will be investigated in more detail later on, as it 
reflects people's awareness about their acquired and developed key competencies and 
skills and/ or the effects of this development. 
In essence, three levels of key competencies and skills can be identified within the 
statements. First, a surface level of developed key competencies and skills where 
'obvious' and 'known' key competencies are stated. Organising, managing and planning 
are key competencies that can be found in the daily, current debate about qualification 
and skill development. The second level describes the ability to connect these developed 
skills and terms to personal circumstances. The 'range of use' and the range of situations 
in which key competencies and skills are being acquired, developed and carried out are 
very specific to each individual. These developed skills and competencies are closely 
related to the field of housework and to the fulfilment of household tasks; such as time- 
management, communication, listening, socialising with other parents, cooking, nursing, 
shopping, safety and creativity. The third level is that of 'deepest unawareness', 
(un)recognition. The recognition of the individual of their personal attributes and attitudes 
and the changes in them. People changed while looking after the (family) household and it 
was essential to recognise this and to pay attention to it as it helped to unravel the 'tacit 
dimension'. Examples would be competencies such as: understanding, patience, tolerance, 
control of emotions, dealing with stress and independence. A second important research 
aim was to identify whether people were aware of their change and 'tacit' learning 
experience, if they were aware of the way in which they changed or learned and if they 
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saw benefits from the change in their personality. This points to the heart of the study and 
the next section deals with people's awareness about their acquired 'tacit forms of key 
competencies'. 
7.5 Identifying the degree of (un)awareness of the acquired 'tacit skills and 
competencies' 
In order to identify the degree of awareness about their developed and acquired 'tacit' 
skills and competencies, the research participants had to define their situation and assess 
their achievements and work in terms of recognition, status, renumeration and 
importance. 
Almost all interview participants seemed to possess a certain degree of awareness, and the 
analysis showed that the degree of awareness about the development of 'tacit' skills 
differed very much between each individual. The statements of the research participants 
offered nuances in the degree of awareness about the development of 'tacit forms of key 
competencies', as outlined on page 139. For example, a few women were very aware of 
their development of certain skills and they were able to list at least five skills without 
hesitation. Managing skills, time management and organisational skills are the most 
frequent ones mentioned first. These women (Rachel, Sam and Rina) had achieved higher 
school leaving qualifications and this supported the working hypothesis of the study that 
people with higher school leaving certificates and a longer time spent in school rated and 
valued their development of 'tacit forms of key competencies' differently -and more 
positively- than people with no or low school leaving certificates. 
More people needed time to think about this question and needed encouragement to 
describe in more detail which key competencies they thought they had developed, because 
they could not think of a lot of competencies. Barbara described: "I don't think I developed 
a lot of skills; partly because I left school so early. I suppose, my organisational skills 
improved". In particular, individuals from a working class background valued their 
achievements and skills of managing the household as minor and not important. Wendy 
explained: "I was bottom of the list, my husband came top and the family second". 
Overall, the majority of women was not aware of the competencies and skills they 
acquired; they were much more aware of their situation of being lonely, isolated and cut 
off from normal life. They were much more aware about the hard work they had to do as a 
wife and mother. And their wish was to return to work. Diane asserted: "I felt not 
comfortable in having to give up work and felt very lonely. I hated not having time 
for 
myself. I missed working very much and felt not being appreciated. You are not taking part 
in the real world any longer". 
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7.5.1 Differentiation of the 'awareness of skills' 
The identified degree of awareness of the interviewees can be broadly divided into three 
categories. Firstly, the ones who were (very) aware, and secondly, the ones who were not 
aware, and thirdly, the ones who were in between these two categories. This way of 
categorising is a very rough division and includes a lot more levels or degrees of awareness 
which can be identified and are listed below. People differed very much in the degree of 
awareness about their developed 'tacit' key competencies and skills. The following 
statements, extracted from the interviews as a list of nuances, show how manifold the 
differentiation was: 
0 They are aware of the most important skills and competencies immediately after the 
question was asked. They were able to state at least four of them without hesitation. 
(Rachel, Sam, Rina, Carla). 
0 They are aware of a whole range of key competencies and skills. (Angelica, Sam, 
Rachel) 
0 They are aware of a limited range of key competencies and skills. (Andrew, Richard, 
Sally, Caroll, Carol) 
0 They are aware of them at the moment of the interview but needed support and time 
to reflect on the question. (Gena, Richard, Sally, Mikki, Caroll, Wendy) 
0 They were aware of them at the time of the interview, but stated not to have been 
aware of them at the time of looking after the family household, which took place 
some years ago. They are aware of them because of their age and life-experience now 
(Angelica, Diane) 
0 They are aware of them, but do not rate them as very important in general. (Barbara, 
Carol, Caroll, Eunice, Sally, Richard) 
0 The development of skills while 'running' the (family) household was argued. Janet 
noted: "I don't look at them as being skills". 
0 They are more aware of their personal circumstances and the difficult situation they 
had to overcome and their achievement in overcoming them. (Carol, Mikki) 
0 They are more aware of the struggle and hassle at that time than about the developed 
skills and competencies. (Carla, Carol, Eunice, Mikki, Sam, Richard) 
To become aware of the developed 'tacit forms of key competencies' became an issue for 
the research participants and for them to understand the question and being able to 
answer, meant waiting and giving them time, as they needed time to reflect upon the 
question before they were able to answer. The essence drawn from the interviews was that 
at the time of their 'family phase', the women were more aware of what had to be done, 
rather than whether it had to be done. 
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7.6 Identifying the degree of confidence gained from the acquired 'tacit skills 
and competencies' 
The majority of individuals did not gain confidence from 'running' the family household and 
the process of developing 'tacit forms of key competencies'. Gena stated: "I lost a lot of 
confidence while being stuck at home " and Caroll recalled "If people were asking me what 
do you do, I would say: I am a housewife. The man, my husband, went to work and he paid 
the bills. We each acted our role. Things were paid; and I measured myself against him. I 
never felt the same level, because there isn't any reward or wage for this job. He went up 
the ladder, he didn't have to stop. A man's life doesn't change. I felt very low compared to 
him. And he felt superior, his attitude demonstrated that. My priorities were to get the 
children washed and fed. He was worried about the car. It wasn't clean enough or he had to 
put petrol in. I never felt, that he understood me and 'my day'. I had a low self-worth; 
perhaps if I had felt better, it would have been better. Deep down, I felt that's what I am 
worth. " 
Sally observed: "I was so lacking in confidence, as I had no qualifications and relied on my 
husband a lot". She states succinctly: "Being a housewife 'classes' you. If you tell people 
that you are a housewife, they class you. But it is not a very high status. If you compare 
being a housewife to being a foster parent, a foster parent is more recognised - that is 
something people look up at". 
The differentiation in the degree of 'confidence' was also very manifold: 
0 Few research participants were confident in their abilities now, while reflecting on the 
past and now being on the course, but weren't at the time of being at home (Angelica, 
Sam). 
" Some seemed to be confident in themselves - content with life (Andrew, Eunice, Janet, 
Rachel). 
" Carol gained confidence from her former employment/ occupation. 
" Some gained confidence from dealing with personal difficulties - 'sorting out their 
life' 
(Carol, Mikki). 
0 Some hope to gain confidence from the 'return-to-work' course (Barbara, Carla, 
Caroll, 
Diane, Gena, Jeanette, Richard, Sally, Wendy). 
"A few gained confidence from being 'aware' of the their key competencies (Eunice, 
Rina, Rachel). 
In general, the research participants did not gain confidence from 'running' the 
family 
household and hoped to gain confidence from the return-to-work course. Some gained a 
small amount of confidence from other activities, such as former employment, overcoming 
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personal difficulties, children -but still on a day-to-day basis. In reflecting on their daily 
routines, the research participants became aware of their achievements which led to an 
icrease in their degree of confidence. 
7.7 Other pieces of the puzzle 
Other perceptions and statements about the experience of developing competencies while 
'running the (family) household and looking after the children', which did not fit in the 
categories beforehand, are listed below. 
a) A difference was observed between single people and people with children in their 
development of key qualifications and skills-because single people do not experience 
the same 'pressure' to fulfil tasks as parents do and so seem not to develop as much as 
parents. 
b) 'Organising', 'planning', 'managing' and 'budgeting' are the main, most commonly, 
acquired and developed key qualifications and skills. It is important to note that the 
organisational tasks also include organising spare-time activities, holidays, nights out, 
the baby-sitter, parties, birthdays, feeding the pets etc. 
C) It is not always clear, which key competencies and skills were developed during the 
career break or during the period of occupation. The areas of the 'where and when' of 
the development are too close, in terms of the resemblance of the tasks fulfilled 
professionally and the tasks that had to be done at home, e. g. nurse, teacher or 
childminder. 
d) Some individuals see the development of skills while 'running' the (family) household 
not as vital or essential for future professional development. This results from a general 
dislike of housework (Eunice) and a general indifference towards these competencies, 
as Barbara and Wendy expressed: "There are more important things to do in life". 
e) The development of skills while 'running' the (family) household are not seen as vital or 
essential for the future professional development but were seen as important for 
personal development. (Rina). 
f) The development of skills while 'running' the (family) household are seen as essential 
for future personal and professional development. At least for future occupations with 
the same 'profile', e. g. childminder, nursery nurse, office work. (Diane, Jeanette) 
g) The process of transforming experiences and achievements from the 'home' into the 
labour market cannot be undertaken in most of the cases. And Wendy argued: 
Everything I achieved for the family is not important. You need IT skills for the job". 
7.8 'Mini-Biographies' to Illuminate the Statements of the Category 'On Course' 
Five mini-biographies are presented in the following section to illustrate the experiences of 
the research participants. 
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7.8.1 Andrew, 34, lorry driver, 3 children, duration of break: 1.5 years, 
'SkilisPlus' course 
Andrew worked as a lorry driver for over twenty years before he had to stop working 
because his wife became ill and he had to take over looking after their three young 
children (aged: 10,7,6) and running the family household for a period of one and a half 
years. He is currently enrolled on a ten week 'Skills Plus' course which he attends 3 days a 
week on a full time basis. When he was a lorry driver he travelled through Europe on his 
own, went to a lot of places and looking back now, he sums up his feelings about this time 
as "while being on the road, away from home and before my marriage, I learned to look 
after myself". He believes that he therefore is now "ready to settle down". 
Tacit dimensions: Tacit dimensions can be identified in the part of his life story where he 
talks about his experience of learning to run the family household. "It comes natural" and 
"you learn by mistakes" are significant statements Andrew expresses. In a way, it seems 
that this perspective and experience has shaped his understanding and world view. He 
seems to be 'realistic' about his way of life and life in general. His view of life is based on 
"life experience and age" as he states it. He seems to be 'down to earth' and very 
practical. It might be part of his personality or character but also part of his 'walk in life', 
"because as a long distance lorry driver you have to stay patient, accept things, and take 
things as they come". The task for Andrew was to make a journey from 'A' to 'B', to arrive 
at a certain time, and to obey strict speed limits. For him, it was essential to be patient as 
there was no point in getting upset about a congestion on the motorway. 
But, also in terms of family life, he seems to 'obey' or 'give in' to certain rules or simply to 
take them for granted. Running a family household includes or embraces a lot of things. 
Things that cannot be argued and have to be done. Questioning them would mean 'a waste 
of time' and would be unfruitful. But he does not see this as unusual - it is a part of life. He 
grew up with four brothers and sisters, and they all had to help at home as it was a "part of 
life". "It becomes a matter of life" is the central statement of his interview. You therefore 
have to adjust to whatever happens during life and you have to live with it. 
Awareness - opinion and horizon: Andrew is 'realistic' about his job opportunities. 
He will 
take what is offered to him. 'Realistic' here is very narrowly defined. It represents 
Andrew's opinion on how he sees and assesses his chances of returning to the world of 
work. It means 'to be able to cope', to follow the same route as before and to operate 
within 'known' borders. It pictures the way Andrew perceives his possibilities. He thinks 
that being 43 years old is not the best attribute to possess while looking for a job. The 
statement that "he will take whatever is offered to him" shows that he seems to be very 
'passive' about finding or choosing a job. He says he could imagine going back to his old job 
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- driving trucks again. Neither the experience of taking part in the course or his position of 
running the family household has opened up his range of ideas, desires or 'possibilities' in 
trying out something else afterwards. Andrew is 'adjusted' to the way of thinking he always 
did and all his future possibilities seem to be exactly the same as they were before the 
course or the experience of running the family household. It does not occur to him to try 
anything else. He cannot think of a different job, and he cannot 'see' himself in a different 
job. On the other hand, he seems to be very aware of his present position and his range of 
choices; a position he partly found for himself and a position that was partly defined by his 
experience and society. He is careful and cautious about making predictions about his 
future. He says he "cannot foresee what is going to happen". All he wants "is a decent job" 
and "in the end he doesn't mind". In general, he expresses a more passive attitude towards 
decision-making in his life. 
'Awareness': In terms of awareness, Andrew seems to be aware of his life situation. He 
seems very 'practical', 'down to earth' and aware of what he is capable of doing. He 
'knows' what he is doing. Although he considers the task of running the family household as 
very important he does not make any connections from it to the world of work. He 
considers the virtues and tasks he did while running the family household as of no use for 
his future work, and future personal or professional development. He believes that 
"working or doing your job is totally different". But he still thinks that nobody -except his 
wife- could have done the 'same good job as he did' in looking after the children. 
Confidence: Andrew sounds confident in himself and in progressing with his life, and with 
chances 'life' is going to offer him. He seems to be content with his current situation; he 
neither complains about his 'unfulfilling' situation or about not having enough money to 
live on. He also sounds very happy; happy and content. He furthermore considers the 
possibility of "going for another course". 
Skills: In the beginning he says that he developed a whole range of skills, but afterwards 
narrows it down to 'parenting skills'. In his opinion the main skills he developed while 
looking after the family household are 'parenting skills'. He puts the emphasis on 
'becoming family wise', as he had to take over the responsibility of looking after the 
children and his wife, whereas before he stated he had "always been involved in helping 
with the children, but never ever in changing a nappy before". Looking after the family 
household was a totally new situation for him. And, as he had to 'do' all the tasks now, he 
had to learn and develop parenting skills. 
Learning: His understanding of 'learning' can be seen as a hidden understanding, which 
comes to the surface between the lines. His learning experience is connected to learning to 
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'look after himself'. 'Life experience' and 'age' are the synonyms for learning, because he 
had to learn how to run the family household, but he is not aware of what he achieved. It 
does not seem to be as important as other learning experiences he went through in his life. 
7.8.2 Angelica, 42, married, 3 children, IT-Skills course 
Angelica is a women who is very aware of her developed skills, although she admits that 
this is due to the fact that she is now looking back -a 'time difference' of almost 14 years- 
and that she has had time to reflect upon her experience. She did not 'see' her 
achievements at that time when the children were younger. She experienced all that she 
did as being "mere routine". Her interview indicates a development of a variety of skills 
and competencies and at the same time an awareness of her methodological, social, 
contents related and practical competencies. The most important skills she developed are 
that she "learned to meet deadlines, became more reliable, and was not so much self- 
centred anymore". She defines her situation as being a "housewife", "captain on a ship", 
and "chief, cook and bottlewasher". The skills developed also show a strong distribution of 
the tasks between husband and wife while looking after the household. She admits to 
having done "never ever technical jobs", such as putting up shelves or changing fuses. This 
is the domain of her husband. This has been the case in several family situations. In the 
listing of her achieved skills a notion of 'nursing, teaching, and counselling' can be 
identified. As her professional career includes a shift from being a nurse, to teaching and 
later on to counselling - it can not be distinguished whether these 'skills' were developed 
in both places, at home and/or in the workplace. They have to be attributed to both 
domains. 
7.8.3 Barbara, 36, secretary, divorced, 2 children, 'Skills Plus' course 
Barbara is between two positions, she is aware of some skills she developed, but seems to 
be not too concerned or 'engaged' in the interview. She lists "good organisational skills, 
time management" as the first competencies that come to her mind. As she does not seem 
too engaged or interested in the topic of the interview, it could be possible therefore that 
her list is not as detailed as the lists of other participants. Her general attitude towards 
housework is not a favourable one. "I am not so keen on doing housework, there are more 
important things in life". This might influence her way of thinking about developed 'tacit 
forms of key competencies' in terms of not making a very long list because it does not 
seem to be too important to her. 
Getting married and becoming a mother changed much in Barbara's life. It was a 
difficult 
time for her, only being 23 years of age when she had her first baby. She did not enjoy the 
situation of not having enough money to 'enjoy life' and 'go out'. She experienced a 
'tough time' as she and her husband moved up to the North of England, shortly after they 
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were married, and as a consequence she had to leave all her friends and family behind. 
She says that she "had no choice in going back to work" after she had her child, because of 
the lack of childcare facilities in the area where she had moved to. At that time she 
missed her work-life and her colleagues. Being in paid work is very important for her well 
being. She felt lonely and isolated while being at home. Her current situation of looking 
for a job and returning to work is not easy for her. She feels uneasy about returning to 
work and her confidence and self-esteem are low. During her phase of running the family 
household, Barbara states -while reflecting- that during that period she "lost the spark". 
According to her, she was too caught up in family affairs to think about herself and her 
situation. "I was not able to do something or change my situation. It was safer to stay at 
home". She admits experiencing low self-esteem and no self-confidence, which was caused 
not only by her situation of being out of work for a long period, but also by her separation 
from her husband and the break up of her marriage. In the end she remarks "I had always 
put myself down". This suggests that she had always felt insecure and lacking in 
confidence and self-esteem while running the family household. 
When she is asked about the importance of 'doing' tasks, it is rated as very important. The 
task of running the family household is very important to her, and she furthermore 
explains that in her culture (she is half-Polish and half-Spanish) the 'position' of a mother 
is very much acknowledged. But, still this importance does not have enough 'weight' to 
'produce' enough self-esteem and confidence in herself to 'face the world'. Here, the 
issue of importance in doing the work is contradicted by the 'lack of self-esteem' she 
expresses. This contradiction is being explored in the model 'triangle of conflict and 
contradiction'. Barbara feels that she could have joined a 'return-to-work' course much 
earlier, and she always toyed with the thought of enrolling on one, but her low self-esteem 
forced her to postpone the thought of joining one. In the end, she enrolled on a course in 
1999 because she received a letter about the 'New Deal for Lone Parents', where she was 
informed that costs for childcare facilities would be paid while a course lasted. This gave 
her the last 'push' needed, towards enrolling for the course. 
Barbara sees herself as 'practical', 'down to earth', and 'realistic' (about her life 
situation). She is very 'realistic' about her job opportunities. She knows that she "can do 
'temping' as a secretary" and that she is able to "earn good money" if she "works around 
holidays". She expresses the view that "women tend to look for jobs that do fit around the 
children. They are desperate to find jobs that fit around the children. Almost all 
occupations women are doing, they all in a way relate to the work at home, it is simply a 
different environment. A bigger environment". It is not clear if she includes herself in this 
statement or not. Later on, during the interview she indicates that "in the near future I 
can think of doing another job". What sort of job she is thinking of is not expressed, 
146 
instead she puts the emphasis on returning to a "proper job", a full-time, 'nine to five' job 
afterwards, and wants to "get paid for what you are doing". The way in which she 
expressed her experience of the family phase has a negative touch to it, and returning to 
work will get her out of that situation. For Barbara the 'return-to-work' course is a chance 
to take her back into paid work, to give her confidence a 'boost' and to enable her to 
make brighter plans for the future. Because she has enrolled on a course, she can see a 
link between the skills she developed at home and the skills needed at work. She 
furthermore predicts that employers will recognise this experience and that she has an 
advantage because she "has learned to deal with more than one task at the time", 
compared to somebody who enters the labour market straight after school. But she is still 
feeling low in her confidence and hopes that the course will change this for the better. She 
is the only one in this group of interviewees who remarks that nowadays a lot more 
pressure is put on women to return to work than there was 10 years ago. 
7.8.4 Carla, 34, hairdresser, 1 child, divorced, 'Childcare' course 
Carla is very aware about the main skills she developed while running the family 
household, like organising, managing and planning. She is furthermore aware of the 
changes in her personality. She strongly feels that she has become more responsible. She 
stresses the planning skills as the important skills she developed ("planning the day more", 
"planning the days to come"). For her, organising skills, knowing about schedules, and 
'budgeting' ("planning how to spend the money") are the major skills she developed. 
Although, she seems to be aware of her skills and the achievements of them, she still does 
not dare to think too far ahead. She is still a little cautious about the future and she does 
not seem to 'trust' totally in her skills. She appears to be slightly reserved, and therefore 
enrolled on the course to become more assured that the path she has chosen is the 'right' 
one. She states that for her it is about the right time to go "back to regular work" and "to 
get out of the house". In order to fulfil this urge, she organised her life (organised 
childcare provisions) which allows her to participate in the course. Carla is determined to 
return to work and therefore to finish the course. She believes that her child is now old 
enough to be looked after by someone else and so she can allow herself more freedom and 
return to work. Carla was originally trained as a hairdresser and she 'knows' that she could 
return to hairdressing, but through the period of bringing up her child, she experienced joy 
and a growing interest in the area of childcare, so that she decided to change her 
profession from hairdressing to childcare. Her plan is to work part-time in a nursery after 
she has finished her course. 
She seems to be very confident in herself and in what she is doing. She enjoys her 
placement in a nursery, where she works two days a week. The work at the nursery and 
the course work are satisfying and help to build up her confidence. While she was looking 
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after her daughter, she missed and longed for the appreciation and accreditation she now 
receives. All these factors strengthen her confidence and her belief in what she is doing 
In Carla's situation the awareness of her skills and her achievements of them cannot be 
separated; they result from the period of time while she was managing the family 
household or result from her taking part in the course, where these skills were addressed. 
It could be that the course supports the process of becoming more aware of the skills 
developed at home and even begins a new process to learn skills or becoming aware of 
them. 
All her statements indicate that she has gained many skills, mainly those of organising and 
planning, and she appears to be aware of them, but did not gain confidence while she was 
managing the household and looking after her child. She hopes to gain confidence from the 
experience of taking part in the course. She has a clear ides of what she wants to do and 
what she might be able to do. She is looking for a change in her profession, but the choice 
of what to do is directed as much as through her experience of enjoyment of her work with 
children, as through 'convenience'. Being responsible for her daughter has directed her 
decision to take up a part-time job, in order to fit work around the care of her child. It is 
worth noticing that her change in career is leading her to the field of 'childcare', a field 
that is familiar to Carla. She can see the connection between her work at home and her 
future work as a childminder. This might be a very strong reason for her confidence in 
herself and her skills, because she knows the work and field and because the college still 
provides a 'safe' learning environment where students are encouraged and supported by 
the tutors, especially in this childcare course (see Appendix A). 
7.8.5 Richard, 55, single, no children , PVT course 
Richard finished school in 1963 and worked for four years in a shipping firm in London, 
where he dealt with the paper work that came with the cargo. From 1968 until 1990 he 
worked for a charity, in their main office in London, which was responsible for 17 old- 
people's homes across the country. Again, it was a clerical/office job and he liked it very 
much. In 1990, he was made redundant due to an internal re-organisation of the charity. 
Richard is dyslexic; and at the beginning of 1990 took part in a government funded 
'Literacy/ Numeracy' course. This ran for a whole year, but Richard had to leave it because 
he was involved in a car accident. Then, in June 1991 his mother became ill; she was 
diagnosed with cancer. His father, who was an alcoholic, had already been ill for some 
time. He had 'retired' from his job, because he was unable to work any longer. Thus, 
Richard lived with his parents and became their carer for the next four years, because it 
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felt natural to him. He thinks that his parents would have had to pay three times as much 
money for a professional carer. 
Richard's father died in August 1995, followed by his mother in the November. Richard 
stayed in his parents' home until 1997 before he finally moved into a smaller flat. He was 
unemployed from 1990 until 1999; then he enrolled on the PVT course. He plans to get 
some computing qualifications, and to "hopefully get a proper and interesting job". He 
hopes that with these new qualifications that he will be able to put together a CV that will 
improve his job applications. Although working for a charity was not as fulfilling as he had 
hoped, he still misses having a regular job. 
Richard is a quiet and shy person who does not sound confident in himself or in his 
competencies, skills and achievements, all of which was particularly noticeable during his 
interview. Furthermore, he does not 'see' and rate his achievements as very important for 
his (future) personal and professional development and still focuses on the condition and 
situation that his parents were in. Richard understands that his 'job' of caring for his 
parents was very important, because he was helping them. "Both of them really needed 
help. And, because they were not entitled to receive help 24 hours a day, this seemed to 
be the best solution". 
7.8.5.1 A Short Description of His Day 
When staying at his parents' home, Richard developed his own routine. He got up at 7am; 
his main tasks were to prepare the meals for his parents, clean the house and in general 
make sure that they did not want or need for anything. He was there to look after them. 
His mother was "not much trouble, " but looking after his father was very hard, because The 
started drinking in the morning right through the day", so Richard always tried stay out of 
his way, so as "not to upset or annoy him. " Nevertheless, Richard always kept an eye on 
him just in case he fell over and hurt himself. And, amongst other things, he had to make 
sure that his father did not leave the house on his own. 
Moreover, Richard helped his parents to go up and down the stairs, and to get in and out of 
the bath. He did the washing and all the handyman jobs in the house. He also looked after 
and fed the family's two cats. Usually, after breakfast, and while his father was being 
looked after, Richard and his mother did the shopping, and then they prepared lunch 
together - an activity they both enjoyed very much. Richard cooked according to his 
mother's instructions. 
If his parents wanted to go out in the morning or afternoon Richard drove them around; he 
took them to the doctor's etc. Quite often, in the afternoon, his mother decided to go into 
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the garden where she did her painting (she was an artist). This gave Richard a little free 
time - on the whole about two hours. After dinner at 7: 00 p. m. his father normally went to 
bed - drunk. 
Richard looked after his parents from morning until night-time (his work day would usually 
end after his mother had gone to bed at 10 p. m. ) When they were both in bed Richard 
would do a bit of clearing up, then watch television and go to bed at 11: 00 p. m. 
However, even during the night he could not really relax properly because he would always 
be listening, just in case either of his parents would need something and call to him. 
7.8.5.2 Learned Competencies and Skills 
Richard says that he learned competencies such as improving his communicative skills, 
becoming an expert at shopping, budgeting, organising, working to routines, developing his 
patience, as well as being able to hide his emotions. And his memory improved as well as 
his writing skills. He learned how to cook from his mother, "she was an excellent cook". 
She told him what to shop for and how to prepare meals. And so cooking became one of his 
hobbies. 
He considers himself an 'expert shopper', he always went to the same shop, and knew 
exactly where everything was. He learned to look out for special offers, to 'budget' and to 
manage with the small amount of money they had, and he is stilt living on now. He, 
furthermore, learned to arrange and keep appointments. He improved his writing and 
began to use a diary, because he could not keep track of all the appointments his parents 
and he had. He believes that his recall skills improved, because writing had always been a 
problem for him, because he was dyslexic. He thinks that he also acquired quite good 
telephone skills, because he preferred to arrange things over the phone instead of writing 
letters. 
He had to learn how to organise his day, to develop a routine, like always getting up at 7: 00 
a. m., "and I still get up at 7: 00 a. m., as I am so used to it now". He had to learn to be very 
patient, especially with his father, who was an alcoholic right until his death. He learned 
both to control his emotions and to not to show any emotion. "I simply went away when my 
dad was out of his mind' and started shouting and being rude". He learned to put his own 
interests on hold, because there was no way of having his own plans at this time. 
7.8.5.3 How did He Know What To Do? 
When his mother was diagnosed with cancer and needed help, he instantly said that he 
would take care of her. Then, he had to learn a lot of new things, many of which he 
learned from his mother, when he was looking after them, things that he had not learnt as 
a child. As a young boy, he and his sister occasionally had to help with the household 
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chores; but his mother did not enjoy having them help her, mainly because she felt that she 
would have to do the same task again, "making sure it was properly done". Richard's 
mother explained how the chores had to be done, at least in the beginning. He was always 
able to ask her for advice and they spoke about what had to be done each day. However, 
Richard also learned a lot of things by trial and error. 
7.8.5.4 How did He Feel while Being, at Home? 
It was not an easy situation for Richard, having to learn by his mistakes. It was also very 
hard for him to get along with his father. Living with his father was very difficult and 
sometimes frightening. Richard tried to keep out of his way as much as he could. "I didn't 
want to argue, as I know it would make mother feel bad". He hated looking after his 
father; because you could never predict what he was up to, in what sort of mood he was. 
That made it very complicated to deal with him". Richard was always concerned about 
what was going on in the house. As previously mentioned even at night Richard could not 
switch off. He listened for the slightest sound. The responsibility of caring for his parents 
was a weight on his shoulders. 
Richard enjoyed being with his mother; and he received many 'thank yous' from her, which 
made him feel satisfied that he had decided to look after them both; and this kept him 
going. He liked cooking with his mother, but hated the ironing. Richard felt that his 
parents, especially his mother, put a great value on what he was doing for them. Moreover, 
his sister was also extremely grateful that he was looking after them because "she and our 
father didn't get along very well. He had actually 'banned' her from the house". 
Richard often felt lonely; he just had a few friends that he saw in the Rotary Club, once a 
week. But, he could not tell them everything. Most of the time, he talked to his mother. 
Quite often, he felt very tired and sad. He was very angry with his father. Richard said his 
relationship with his mother was totally different to that which he had with his father. 
After his mother died he was devastated and could not think straight. Richard felt lost and 
did not know how to go on and finally he let his emotions take over. 
He still misses his mother and feels low in confidence. He is very humble and is unable to 
see or value what he has achieved. And when he was asked, at the end of my interview 
with him, whether anyone else could have done the 'same good job' as he did - he 
answered: "Yes, perhaps somebody who is a real professional could have done a better 
job", and then continued, because they would have been trained to have dealt with the 
situation and would have known what to have done in a much better way that I was able to. 
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7.9 'Triangle of conflict and contradiction' -A model for the discussion of the 
inter-relation of skills and confidence and awareness 
Based on the exploration and analysis so far, an interrelation and connection between the 
issues of awareness of the developed skills, the amount of self-assurance and confidence 
the participants receive or did not receive from their (un)awareness and the feeling of 
importance of the performance of all the work at home can be pointed out. With a 
developed model, the 'triangle of conflict and contradiction', see Figure 7.4, a lot of 
contradictions and conflicts in the 'realities' of the women can be described which directly 
influence and indicate the womens' perception of themselves and their performance. 
Aware- 
ness 
Horizon 1I Opinion 
Figure 7.4: 'Triangle of conflict and contradiction' 
Confi- 
dence 
Within this triangle and its elements the interrelation and correlation of the development 
of key competencies and the degree of awareness and level of confidence can be discussed. 
It provides space to discuss the identified contradictions. 
From the statements of the research participants an interrelation of issues becomes clear. 
Almost all of the research participants were aware that they 'achieved' something during 
the day, something that 'made them tick' but they were also aware that this is not 
recognised by others. Although they 'know' that 'they have done a good job' and that 
"nobody else would have done the same good job" in managing the (family) household, 
they did not gain confidence and self-esteem from this situation. On the contrary, the 
women staying at home express feelings of low self-esteem and low confidence. This 
contradiction has an enormous influence on an individual's well being and self-esteem. 
This is explored in the developed model. The 'triangle of conflict and contradiction' is 
helpful to point out the interrelation and connection between the issues of awareness of 
the developed skills, the amount of self-assurance and confidence the participants do not 
receive from this awareness and the feeling of importance gained in the performance of all 
the work in the home. Within this 'triangle of conflict and contradiction' several 
contradictions and conflicts in the 'realities' of the individuals and women could 
be 
/ Competencies\ 
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identified which directly influenced the research participants' and women's perception of 
themselves and their performance. 
The detailed 'triangle of conflict and contradiction' (see Figure 7.5) was used to discuss 
and analyse the interrelation of the different statements of the interview participants. In 
particular, the female participants experienced major differences in their awareness and 
sensations regarding their achievements at home. It was with great difficulty that the 
research participants recognised the 'usefulness' of their acquired key competencies for 
future jobs or career options. Although the women on the courses were very aware of their 
achievements in running the (family) household, and furthermore rated them as being very 
important for the family and family life as Jeanette points out: "It was very important. 
Especially for my daughter, to have a loving, caring and stable environment. If she is happy, 
I am happy". This showed that the experience of 'running' the family household did not 
build confidence and self-esteem. On the contrary, the interviewed women felt low in self- 
esteem and showed tow self-confidence. Barbara stated: "It all has to do with confidence 
and self-esteem. I could have done a course much earlier but I didn't dare to join one. I 
always had to put myself down" and she recalled "I lost the spark -I could have done 
something to change my situation, but I was not able to do something about it ". Salty 
clarified this further by stating: "I wasn't able to stand on my own feet. I always wanted to 
go back to work, but never felt capable... I was scared to go on this course. I had no self- 
confidence, no self-esteem... I was so lacking in my confidence as I had no qualifications". 
These three elements of the participants' perceptions (to be aware of the mastered tasks 
and rating them as very important for family life - still expressing low self-esteem and 
confidence) construct the three corners of the detailed 'triangle of conflict and 
contradiction' (see Figure 7.5). 
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7.10 Conclusions 
This chapter provides an analysis of the data emerging from 18 in-depth interviews; looking 
at the data with thematic perspectives, the developed thematic conceptual framework (see 
ch. 5). It has analysed - as the first of two data analysis chapters - data from the yet to 
return to work research participants; their perceptions of the experience of developing 
'tacit forms of key competencies'. A situation one of the interviewees described as "you 
develop more hands being a mum" while dealing with all the different demands in 'running' 
the family household. 
The discussion in this chapter has indicated that people and parents of all ages and from 
different walks of life have gained a huge range of skills and competencies during the time 
when they were looking after the family household and raising their children; subsequently 
the 'tacit forms of key competencies' were made explicit and were then presented in a 
mind map as an 'overview of key competencies category 'on course''. 
The analysis shows that 'tacit forms of key competencies' were developed in different, rich 
learning environments and authentic contexts, filled with challenges and all the facets of 
'life' and 'living', which was furthermore illustrated through five mini-biographies. The four 
mini-biographies are not intended as a representative sample, but as 'exemplars' chosen to 
provide an insight into the experiences of the research participants as they fuffilled the role 
as main family carer. Each final mini-biography was approved by the participant concerned. 
I extracted a number of general interpretations about the participants' data presented in 
this chapter, drawing on all 18 research participants' voices; quoting respectively from the 
data to demonstrate the qualitiy of 'thick description' of the participants' experience. 
The findings were then discussed within a developed model, the 'triangle of conflict and 
contradiction', and its elements those of the interrelation and correlation of the 
development of 'tacit forms of key competencies', the degree of the awareness and the 
level of confidence, the research participants expressed. While analysing the data a grade 
of consistency concerning the identification of developed 'tacit forms of key competencies' 
across the participants' experiences became visible. At this point, I felt that the gathering 
of data reached a point of saturation and decided that the concern of meaning and 
illumination (Usher et at, 1997) of this study had been met sufficiently with the data from 
18 participants. 
This chapter is the first of two data chapters. Findings and experiences of the other group of 
research participants, the group already 'returned to work', will be discussed in the 
following chapter 8. 
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CHAPTER 8: THE EXPERIENCES OF THE RESEARCH PARTICIPANTS IN 
THE GROUP 'RETURNED-TO-WORK' 
8.0 Introduction 
Having examined the experiences of the individuals enrolled on a CVT course in chapter 7, 
this chapter explores and describes the experiences of developing 'tacit forms of key com- 
petencies' of the group of research participants who had already returned to work. All the 
participants in this group were previously enrolled on a 'return to work' course and had 
managed to find a job afterwards. The focus of this chapter will be on the participants' 
views and understanding of what they might have 'gained' and achieved -in a tacit way - 
from their situation of being out of work for some time. Included in the focus are the par- 
ticipants' reflections and understandings about their transition back into work and their 
personal and general development. Their reflections upon their biographical experiences 
are explored and the acquired 'tacit forms of key competencies' are identified and struc- 
tured in Figure 8.2: mind map 'overview of key competencies'. 
The different cornerstones of this chapter are: 
1. The nature of the process of returning to work of the research participants and 
their progression. 
2. The identification of dimensions of tacit forms of key competencies and skills. 
3. The amount of confidence participants gained from the transition and progress of 
returning to work. 
4. The identification of the degree of awareness and consciousness about developed 
'tacit forms of key competencies' and skills. 
5. Benefits of developing 'tacit forms of key competencies' for the return to work 
and/ or new fields of work. 
6. A mini-biography to illuminate statements. 
With the aid of the developed data sheet (Appendix D) the transition and progression peo- 
pie made when returning to work is described. The focus here was on the process of transi- 
tion, the characteristics of the career pathway and on the nature of the transition, e. g. the 
nature of the job and/ or work. All the participants in this group were previously enrolled 
on a 'return to work' course. These courses differed in the way they were set up as well as 
in length and focus. This analysis will take these aspects into account and refer to 'return 
to work' courses in general. The content of the different courses is not going to be com- 
pared. This chapter will especially focus on the difference in the nature of the transition; it 
will distinguish between a) the successful return to a new occupational field/ work/job and 
b) the successful return to the same occupational field/ work/ job. As pointed out in the 
last point, see above, another focus is the view on the 'usefulness' of the developed 'tacit 
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forms of key competencies' for the individual, and is captured in the question: 'Do you 
think the virtues you possessed and tasks you did, while running the household, are of any 
use to your future work, your future personal and professional development? ' 
People answer quite differently as can be seen from the following statements: 
"I changed personally. I try to look at things from different angles. I try more to understand 
the way in which people behave. I don't think that it had much influence on my profes- 
sional development" (David, 39). 
"Yes, it helped me very much in my job. You can keep your head down in the office when 
there are 'bad vibes' in the air, and you get on with your work. You can also deal with peo- 
ple, and get on with them without upsetting them" (Jane, 47). 
"No, it is not helping me, not at all. You need a certificate, you need proper qualifications. 
Just doing a bit of this doesn't mean you can do that as a job. If you have qualifications you 
get better money" (Stuart, 37). 
The last statement in particular, highlights the issue of un/awareness about developed 
'tacit forms of key competencies', the rated 'usefulness' of these competencies and under- 
standings behind them and relates to the personal feelings the participants had about this 
period in their lives. And finally, the amount of confidence drawn from developing 'tacit 
forms of key competencies'. Therefore this chapter will, especially, focus on the amount of 
confidence people gained from and during the process of returning to work and the progres- 
sion made. This chapter will outline explanations and distinguish between the various pos- 
sibilities of gaining confidence from the transition. 
8.1 Specific Details of the Group of Participants 
The group consists of 15 people (9 women and 6 men), between the ages of 24 years and 54 
years, an average age of 37,08 years. Almost all the participants are mature people, in the 
majority women, and they all seem to be well settled in their personal circumstances, the 
area where they live, work, friends, social lives etc. Most of the participants are married 
and have children; the amount of children ranges from one to six children per family. Al- 
most all participants are employed in part-time jobs and are content in and with the job 
they do. 
The following statements about this group stand in marked contrast to the other group of 
interviewees (participants 'on course'), because this group states and expresses in general 
the opposite to the first group. The participants of this group seem to be (very) confident, 
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both confident in themselves and confident in what they are doing. This is the most obvious 
difference to the other group and one of the strongest features of this group. Participants 
of this group do not seem to be aware of their 'tacit forms of key competencies' and they 
do not rate them as very important. The majority of this group does not rate 'tacit forms of 
key competencies' as being helpful in returning to work and in moving towards new or dif- 
ferent fields of occupation and work. 
The summarized details, features, views and statements of the other group can be com- 
pared against the data summary sheet of this group of interviewees (see Appendix D). The 
following explanations result from a first analysis of the interviews in this group and relate 
to the data summary sheet. 
Reason for break 
Eight participants gave up work in order to have a baby (Jane, Jo, Kate, Marian, Margaret, 
Mandy, Thuy, Tracy). Three participants had to give up work due to the fact that they were 
made redundant (Amjad, Russet, Melvyn). Two participants gave up work in order to look 
after their children: David (divorce/ change of custody arrangements) and Stuart (change of 
custody arrangement), and two gave up work after they got married (Nuala, Zainal). 
Reasons for returning to work 
The main reason was to be able to contribute to the family income, to help to financially 
support the family. The fact, that the children were now old enough to be in school or old 
enough to be looked after by a childminder, contributed to the decision of mainly mothers 
to return to work. 
Nature of work 
Eleven people work part-time (73% of the jobs are part-time jobs), whereas only four peo- 
ple (all men: Amjad, Melvyn, Stuart and Zainal) work full-time. And it is important to note 
that -except Stuart- no one has children. Stuart is the only one able to work full-time be- 
cause his twelve-year-old son is at a boarding school during the week. 
8.2 The Nature of the Process and Progress of Returning to Work 
This chapter will especially focus on the difference in the nature of the transition; it will 
outline the differences and the commonalities in the process of returning to work. It will 
furthermore distinguish between a successful return to a new occupational field/ work/ job 
and a successful return to the same occupational field/ work/ job. In terms of the nature of 
the job, just four jobs are full-time jobs and 11 jobs are part-time. The jobs on a full-time 
basis are carried out by men, whereas all the women are employed on a part-time basis. 
The situation that all women work part-time, in most cases, is due to the fact that almost 
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all women have children they have to look after and almost all women are responsible for 
arranging the childcare. Therefore, they need to find work, which needs arranging and fits 
around the children and school hours. As all the participants are carrying out 'normal', not 
very well paid jobs, the issue of childminding is very important. Most of the participants do 
not have high earning jobs and cannot afford a childminder who would cover the hours of a 
full-time job would demand - in some cases the mothers of the participants (grandparents) 
help out with the care of the children, in order to render possible reliable childcare. 
Women also tend to work in female dominated areas of work, such as office work, e. g. sec- 
retaries/ typist, and childcare, nursing and teaching. But it is also the nature of this occu- 
pational field that many jobs in this field specifically target women who want/need to work 
part-time. All the women in this interview group worked in female dominated areas of work 
(see table 8.1) and continued to do so after their time of running the home. 
Name Former job Job they returned to Basis 
Jane Typist Word processing operator Part-time 
Jo Hairdresser Dinnerlady Part-time 
Kate Office clerk Office clerk Part-time 
Mandy Secretary Childcare Part-time 
Margaret Nursing Teaching Part-time 
Marian Designer Bookeeper Part-time 
Nuala Secretary Secretary Part-time 
Thuy Childcare Work in shop Part-time 
Tracy Work in shop Childcare Part-time 
Table 8.1: Women's transition to similar jobs 
This example does not only show the implications of transition for women, but furthermore 
it might be related to their views on the development of 'tacit forms of key competencies' 
and finally on the stated importance of certain competences. This wilt be analysed at a 
later stage (see 8.9.1 'Usefulness of 'tacit forms of key competencies' and skills). 
The male participants seem to be more equally distributed across different occupational 
fields (see table 8.2). The area of work includes male dominated areas as well as office 
work and work in the retail sector. 
Name Former job Job they returned to Basis 
Amjad Degree in geology Work in shop Full-time 
David Machinist Machinist Part-time 
Melvyn Plumber Plumber Full-time 
Russet Cartograph Work for charity Part-time 
Stuart Replenisher Work in shop Full-time 
Zainal Degree in chemistry Work at petrol station Full-time 
Table 8.2: Men's transition in jobs 
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David and Metyyn worked and were trained in male dominated areas of work and have re- 
turned to exactly the same field that they used to work before their period of unemploy- 
ment. Melvyn has returned to a full-time job, and David has returned to working part-time 
in order to took after his children. Amjad works behind the counter of a 'cornershop' and 
Zainal works behind the counter at a petrol station despite their university degrees. Many 
Asian young men tend to work in a family 'cornershop', it is a common sight in Guildford 
and for most of these young men a way to earn money. Stuart works full-time in a computer 
shop, mostly selling computers and not repairing or upgrading them. The last job he had 
before he became unemployed was a 'replenishing job' at Sainsbury's (a supermarket). Rus- 
set works part-time in an office for a charity and he did so before. In the UK, compared to 
Germany, it does not seem to be unusual for males to work behind the counter of a shop; 
and it does not matter if it is a 'corner shop', fish Et chip shop, a supermarket or newsagent. 
Out of 15 participants 5 (David, Jane, Kate, Melvyn, Nuala) returned to the same field of 
work, or even to the same job. The other 10 participants returned to new occupational 
fields or found a different job to the one they were employed in before they stopped work- 
ing. 
8.3 Succeeded in Returning to Work - the Nature of the Transition, and the 
Process of Returning to Work 
In this section the focus will be on the transition back to work. All the participants managed 
to return to work, although most of the time this meant returning to part-time jobs. 
4 Petrol station Zainal 
Work at shop Amjad, Thuy, Stuart 
5 Office Jane, Kate, Marian, Nuala, Russel 
4 Teaching Margaret 
Childcare Jo, Mandy, Tracy 
2 Plumber Melvyn 
Machinist David 
15 total 
Table 8.3: Grouping of jobs 
In order to identify and group the transitions and show the most dominant areas of occupa- 
tional fields, in this section, men and women are grouped in one table (see table 8.3). This 
is important with regard to whether and how return-to-work courses support transition and 
progression into new and unknown occupational fields. In order to get an overview and un- 
derstanding of the occupational fields in which the participants returned to, similar areas of 
work were combined in one cluster and are represented in four columns in Figure 8.1. Work 
in a shop and work at a petrol station is combined in one area of work. This then leaves 
four people working in this field of work. The same procedure was undertaken for the areas 
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of teaching and childcare, which combined results in 4 people being employed in the same 
field of work. The area of work office represents a single field of work. And finally plumber 
and machinist are combined in one area of work. 
6 
5 
4 
3 
2 
0 
Figure 8.1: Main areas of work 
  s« as 
The majority of jobs are in the office area of work, which is followed by the area work in a 
shop and in the area of teaching and children. These areas are all areas with large potential 
for part-time work in general and especially for women. The area of work plumber and ma- 
chinist represent a typically male dominated area of work, and includes two male partici- 
pants. This area of work is normally not a common area for 'return to work' courses. And it 
is not targeted by 'standard' 'return to work' courses. Both participants also took part in an 
IT 'return to work' course, but returned to their former field of employment in the end. 
During the undertaking of the interviews the employment situation in Guildford, Surrey was 
determined by the fact that certain jobs were easier to get than others. In some areas of 
work, such as IT, a 'skills shortage' was announced and this was dealt with by offering com- 
pact IT courses. There were many job opportunities for well-trained office clerks and secre- 
taries. Furthermore, many job opportunities especially for casual work, such as part-time 
work in a shop, at a petrol station, in a pub or fast food restaurant were easy to find. 
At a later stage in this chapter the difference in the participants' own assessment of impor- 
tance of 'tacit forms of key competencies' (see 8.9.1) is related to the different occupa- 
tional fields, jobs and work. 
8.3.1 Succeeded in returning, to work - Characteristics of the career pathway, 
the nature of the jobs and feelings about the transition back to work 
This section will focus especially on the difference in the nature of the transition; it will 
distinguish between a) the successful return to a new occupational field/ work/ job and 
b) the successful return to the same occupational field, work and job. 
In this context it is interesting to look closer at what it means to 'successfully' return to 
work for the participants. Here the occupational biographical career pathway is also taken 
Work in shop Office Teaching + Children Plumbing + Machrnst 
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into account. Table 8.4 shows the process of transition, but also indicate the difference be- 
tween successfully returning to the same job and successfully returning to a new occupa- 
tionat field. 
Name Former job Job returned to Job they would Return to work 
like to do/ dream course (RTW) 
job 
Amjad Degree in Work in a shop Work in a travel IT 
geology agency 
David Machinist Machinist Go to university, IT 
degree in engineer- 
ing 
Jane Typist Word processing More responsibility NVQ Business Ad- 
operator in her job, full- ministration 
time 
Jo Hairdresser Dinnerlady Dream: psychiatrist Basic Employability 
Kate Office Office clerk Work full-time asap IT 
clerk 
Mandy Secretary Childcare Happy in her job NVQ Childcare 
Margaret Nursing Teaching Happy in her job Nursing RTW 
Marian Designer Bookeeper Happy in her job IT 
Melvyn Plumber Plumber Happy in his job Gasfitting / IT 
Nuala Secretary Secretary Happy in her job IT 
Work full-time asap 
Russel Cartograph Work for a char- Dream: full-time IT IT 
ity job, not happy 
Stuart Replenisher Work in a shop Dream: work at IT 
marina, earn more 
money 
Thuy Childcare Work in a shop Dream: full-time IT PVT course 
job, not happy 
Tracy Work in Childcare Content NVQ Childcare 
shop 
Zainal Degree in Work at a petrol Work in the field of IT 
chemistry station degree, not happy 
Table 8.4: Process of job transitions 
" IT = Information and Technology course; these courses are especially popular among women, and 
some colleges specifically target women who would like to return to work with either business ad- 
ministration, IT or word processing courses. 
" PVT = pre-vocational training course which is offered to people with learning difficulties or who 
experience difficulties in reading and writing, or who are dyslexic. These are basic skills courses. 
People's experiences and the degree of happiness and contentment they gained from their 
return to work are summarised in table 8.4. Information and Technology (IT) courses are 
popular among women and men, out of the 15 participants, six men chose to participate in 
an IT course. Some colleges specifically targeted women by offering 'women-returner- 
courses' in either business administration, IT or word processing courses. 
In conclusion, table 8.5 shows that out of 15 participants, five (David, Jane, Kate, Melvyn, 
Nuala) returned to the same field of work, or even to the same job. The other 10 partici- 
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pants returned to new occupational fields or found a different job to the one they were 
employed in before they stopped work. The statements of these 10 participants have to be 
differentiated, as they experience different feelings, (e. g. satisfaction, contentment) and 
different circumstances in their job. Some seem to be content in what they are doing, oth- 
ers seemed to be unhappy and do not like the job they are doing. And others simply do not 
seem to mind, because the main intention of working for them could be the financial as- 
pect. 
Participants Job Happy with job 
*David Same Yes 
*Jane Same Yes 
`Kate Same Yes 
*Melvyn Same Yes 
`Nuala Same Yes 
Amjad Different No 
Jo Different Indifferent 
Mandy Different Yes 
Margaret Different Yes 
Marian Different Yes 
Russet Different No 
Stuart Different Indifferent 
Thuy Different No 
Tracy Different Yes 
Zainal Different No 
Table 8.5: Degree of happiness in job 
Table 8.5 shows that both, participants staying in the same field of work, even the same job 
(David, Jane, Kate, Melvyn, Nuala), and participants moving to a new occupational field 
(Mandy, Margaret, Marian and Tracy) are happy and content in the job. For the latter, this 
satisfaction is also due to the choice they made. The participants who express that they are 
not happy with their current job (Amjad, Russel, Thuy, Zainal), are the those participants 
who did not get into the occupational fields they wanted to. They only managed to get jobs 
in order to earn money (Amjad, Zainal) and/ or to no longer be unemployed (Thuy, Russet). 
Jo and Stuart seem to be content with their jobs, although both seem to have dream jobs, 
in which they would like to work. A more detailed analysis is given on the next pages. 
8.3.2 Successfully Returned to the Same Field 
Five participants, whose names are indicated with a* in the table (Melvyn, David, Kate, 
Jane and Nuala) returned to exactly the same field of work after their break. The three 
women show similar personal characteristics, as they in general seem very content, stable 
and well situated in life. They experienced very smooth, in a way 'easy' transitions and 
seem to lead, in general, a very stable life, where everything is organised and planned in 
their careers and lives. The two men are in a different situation, for Melvyn it was simply a 
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matter of time until he could find full-time employment again in his field of work. David 
states that he was very lucky to get a job in this way. David and Melvyn say that the circum- 
stances of getting a job through 'word of mouth' from friends (as quite often you hear from 
a friend that his or her company is looking for somebody and is offering a job) is a common 
one. They have all known each other since they went to school and they all work in the 
same occupational field. In summary, 33.3 % are staying in the same field of work: 
Melvvn, 35 Plumber -> Plumber 
Melvyn always wanted to become a plumber or work in the building trade. He experienced 
short periods of unemployment, but carried out enough work 'for family and friends' during 
that time to maintain financial stability. He sees himself as and "will always be a plumber" 
He would like to become self-employed and start his own company. 
David, 39 Machinist -> Machinist 
'Worked all his life'. David has a steady, continuous career pathway as a machinist. Straight 
after school into machinery. Trainee, assistant, worked for BA aeroplanes. Had to look after 
children due to divorce and illness of wife. He and the children moved in and lived together 
with his parents after the divorce. He works as a machinist for a friend now. He would like 
to go to university and gain a degree in engineering. 
Jane, 47 Typist -> Word processor 
Jane worked in the same field all her life, started as a typist, then became an audio typist, 
worked at home, at night, to support the family. 'Worked all her life', she says, and has 
never stopped working, even worked at night while the children were little. She was also 
helping in her husband's company. The NVQ course has deepened and refreshed her IT + 
word processing skills. She would like more responsibility in her job, and a full-time job. 
Nuala, 35 Secretary - Secretary 
Nuala had a steady, continuous career pathway as a secretary until she left to get married. 
Then she became a 'housewife'. After a break of 6 years, she went from secretarial job to 
secretarial job. She likes her current job, is content with it, and wanted to return to it, af- 
ter upgrading her IT skills. She would like to change to full-time work as soon as possible. 
Kate, 39 Office clerk -> Office clerk 
Kate has a steady, continuous career pathway as an office clerk. She wanted to return to 
work in the same field of work as soon as possible. Very short breaks (17months/ 8months). 
Likes her job, cannot imagine returning to being a full-time mum. Likes to be able to finan- 
cially support the family. Very conscious decision to have to children 'late'. 
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8.3.3 Successfully Returned to a New Occupational Field 
Four women (Margaret, Marian, Mandy and Tracy) can be grouped together, as they all ex- 
perienced a transition into a new occupational field which was influenced by the experien- 
ces they had while looking after their children and developing their key competences and 
skills. 
f Margaret , 54 Nannv -4 Teacher 
Steady ongoing career pathway, moving from being a nanny to nursing and then to teaching. 
Very steady and a 'typical', natural, and 'common' change. 
f Marian, 38 Design - Bookkeeper 
Went to art college at 18, gained a BA, worked in different design studios. After having the 
children she thought about a change, because she experienced a change in interest and did 
not like the design job that much and so did not see herself as suited to that job anymore. 
She has always loved numbers and lists and columns, so it was ideal when her husband was 
setting up a company that she could do the bookkeeping, which she enjoys and feels very at 
home. Very short breaks, 6 months each. Conscious decision to have children. 
f Mandy, 35 Secretary 9 Childcare 
Steady, ongoing office job as a secretary. After having her baby, she thought about a 
change. Her own child promoted her interest in children in general. Started an NVQ Child- 
care course and enjoyed it. Works in nursery school now. The NVQ course was a retraining 
course, which enabled her to change her field of work. 
f Tracy, 37 Work in sandwich bar - Childcare 
Worked in a sandwich bar, as a cashier, trainer at check out tills, for a publishing company, 
clerk typist, worked in a pub, different odd jobs. After having her children, she needed 
something stable, something she could rely on. Went on a NVQ Childcare course and started 
work as a special needs teacher and 'lollypop lady'. Voluntary church work. The NVQ course 
was a retraining course, which enabled her to change direction. 
Russel and Thuy are the two participants who are not happy in their current situations and 
in their current jobs. It is not the job they expected to get and had hoped to get. Perhaps 
they are worst of -in a way- as both of them have experienced periods of unemployment 
in 
the past as well as difficulties in finding jobs. 
.A Russe(, 43 Cartograph - Charity work 
After school he started to work as cartograph for a mapping organisation; change of compa- 
nies, but always the same field, until made redundant. Unemployed for 2 years, completed 
a full-time IT course, now works for a charity. Not happy in current job. Never understood 
165 
why he was made redundant. Dream job would be a full-time IT/ computer job. Russet's 
period of unemployment was two years, now he works in an office of a charity on a part- 
time basis and would like to move to full-time work. He was made redundant in his job as a 
cartograph. It is a very specialised area of work and Russel believes that that is a reason for 
his long period of unemployment, because the field is too narrow and too specialised. But, 
after he completed a 10 months full-time IT course, he was grateful to get this job at the 
charity. It is not his dream job, and he is not too happy about it, but he believes it is far 
better than being unemployed again. 
.A Thuy, 32 Childcare work in shop 
Thuy was brought up in a children's home, went on a YTS childcare course, worked for a 
charity, as an au-pair, in a factory, and then in two factories until childbirth. After several 
years, she went on a literacy and numeracy course and now works in a shop. She is not 
happy in her current job. Her dream-job would be a job in IT/computers. She wishes to 
complete a specialist English language course, as she is dyslexic. 
Stuart and Jo seem to be undecided and indifferent about their jobs. Although they both 
have dream jobs, they both, in their current situation, see work as a means of earning 
money. Stuart can be described as a 'Lebenskünstler'', someone who has developed a great 
deal of wisdom from the university of life'. He has worked all his life and is always busy 
making money or doing a 'little business'. 
.c Stuart, 37 Replenisher -; ý Work at shop 
Stuart left school when he was 16 years old, with no qualifications; worked in a plastic coat- 
ing company, has a certificate in electronics (City Et Guilds), worked for the army, on a 
building site, did handyman jobs, on a building site again, shelf-stacking at a supermarket, 
different odd jobs, and worked in a computer shop. His dream job is to work at a marina 
and look after the boats and yachts, and/or to get a decent, well paid job that allows him 
to have enough time for his son, without night shifts. Stuart had many jobs before he be- 
came unemployed again. The title he gave to his last job was a replenisher, and after an IT 
course, he found a job in a friend's shop, selling and repairing computers. IT and computers 
are his hobby and passion. He would like to work on a 'professional' basis in this area of 
work. In his spare-time, he also assembles and programmes computers. 
.A Jo, 46 Hairdressing - Dinnerlady 
Jo went to college after school, undertaking a course in hairdressing. When her children 
were young, she used to work as a hairdresser from home. She has worked in a supermarket, 
Someone who pieces together his living from various activities that, collectively, bring in just enough 
money to live. No office, no suit, no boss, no rules. 
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on a check-out counter, as a training officer for check-outs, and as an accounts-clerk, until 
her maternity leave. Now works as a dinner-lady at her daughter's school and does a lot of 
voluntary work for homeless people and church work (creche). Her intention was never to 
work again when she became pregnant with her third child. But she changed her mind when 
the child became 5 years old. Now she is very active in social and community work. Her 
dream job is to be a psychiatrist. It was a very conscious decision to have her 3rd child at 39 
years of age. 
Amjad's and Zainal's situation show similarities, as they both left their jobs in order to 
move together and accompany their wives, but they are not too happy about the nature of 
the job they are doing. 
v Amjad, 26 Degree in geology - Work at shop 
Straight to university in Russia after school, finished geology degree, came to England, 
stayed with relatives and got later married. Moved with his wife. Had different jobs, worked 
in shop and after an IT course, now works again in same job. Dream job: a proper job, and a 
job at a travel agency. But wants and needs to support his wife who is at university, so he 
does not want to change his location in order to get the right job. He thinks he will not get a 
job, because employers do not recognise his degree from Russia. He finished his degree in 
Russia and then came to live with his brother in the UK. Amjad has tried to find a job in his 
profession, but so far he has not found a suitable job. He blames the system for him not be- 
ing in proper employment "... as my Russian degree is not recognised and people almost 
look at me as if I am a 'spy'. There is no point in applying at one of the big companies for 
exactly that reason. So I still don't know what to do". 
v Zainal, 24 Degree in Chemistry - Work at petrol station 
Zainat went straight to university after school and undertook a degree in chemistry. After- 
wards he lived and worked with his brother for a while, then got married and moved with 
his wife. Works at a petrol station at the moment. Supports his wife, very close to family, 
who also supports the couple. Zainal is in almost the same situation as Amjad. He left his 
hometown in order to move to Guildford with his wife after they were married. And now he 
takes every job he can get in order to earn money. Both young men try as hard as they can 
to support their wives and families. 
8.4 Reflections on the Development of 'Tacit Forms of Key Competencies' 
It is interesting to see that (compared to the group 'participants on course') this group of 
participants, in general, has a different view on the development of 'tacit forms of key 
competencies' and a different view on the benefits gained from them. This group of partici- 
pants (in comparison to the other group) lists, first of all, far fewer competencies, that they 
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think, they acquired and developed during the period of being out of work and/or looking 
after the family household and children. Consequently, they do not seem to rate these com- 
petencies as being very important for their personal future development. More specifically, 
this group of participants appears to be divided into two groups, the majority of people do 
not see the benefits and the other -smaller- group which does see the benefits gained from 
the development of (tacit forms of) key competencies. At this point it has to be emphasised 
that there is no intention of evaluating and assessing the mentioned 'tacit forms of key 
competencies' and skills. It is furthermore important to note that the participants are not 
judged on their ability to 'see' their developed 'tacit forms of key competencies' and fur- 
thermore to 'understand' the impact and benefits of such development. 
8.5 The 'Tacit' Dimensions 
Dimensions of 'tacit forms of key competencies' can be identified among the statements of 
the participants. As most people are not aware of, but stilt 'possess' tacit forms of key 
competencies, they describe in their own words what they experience, feet and 'tacitly 
know' or believe. Identifying the tacit dimensions here means asking the participants to re- 
flect on their perception on how they developed and acquired their key competencies. The 
answers highlight and identify the tacit dimension, which makes the tacit dimension be- 
come explicit and then touches the issue of what do tacit dimensions embrace? 
Some responses are given below, in relation to the question: How did you develop your 
(tacit forms of) key competencies ?: 
Tracy: "I never thought about it. Things had to be done, and there is no time to think about 
yourself and of how it could be different" and furthermore: "A lot of things you simply 
know and do, I think it is 'instinct'. A lot of the things you did make sense later when you 
look back. Also by doing it -I found out what had to be done, and what was very impor- 
tant. " 
Marian reflected: Its difficult to separate what I've achieved, it seemed to be tied up to- 
gether. I feel more like working all the time. I still remember me asking how am I to manage 
with a child? But you cope. I cannot remember how it was before I had the first child. " 
Whereas David exclaimed: "Through 'trial and error'. I tried and found out what worked 
best. " 
In relation to the question: What does the development of (tacit forms of) key competen- 
cies mean to you? Jane answered: "To be prepared for every eventuality - like a general in 
the war !" and Mandy states: "Your whole life turns upside down. You have to cope with 
that". A list of responses the research participants used, follows and is used to express the 
'tacitness' and 'tacit dimension' of their experiences. 
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8.5.1 The Tacit Dimensions in the Experiences of the Participants 
1. / think l have changed a lot since l have been looking after my son. 
2. You become somebody else, you are no longer yourself. You are no longer the some 
person. 
3. There is suddenly somebody else you have to look after, and your whole life turns up- 
side down. You have to cope with that. 
4.1 "matured" -I grew up, or became more responsible. 
5.1 matured and became more selfless. 
6. You get life-experience. 
7.1 got a lot of stamina. 
8. To be prepared for every eventuality - "like a general in the war". 
9.1 learned to "slow down", and to "take things as they come". 
10. I've 'mellowed', being able to cope with the unusual. 
11. 'Adapt', Taking things as they come. 
12. Became more assertive; in getting what I wanted instead of what other people 
wanted. 
13.1 have a greater appreciation of my capabilities and my limits. 
14. More awareness of my emotional issues. 
15. 'Juggling things'. 
16. Making sure that nothing is left out. 
17.1 feel more like working all the time. 
18. It is mainly 'life skills' that you develop. 
19. To reflect: I had time and a chance to think of my situation again. 
20. Developing a different perspective now. 
21. Coping with being on my own, think of the positive side of being alone. Dealing with 
loneliness is a major thing I still can feel it sometimes now. 
22. / understood that I am not 'tied up' in my situation. I value the time that I have to my- 
self. 
23. Empathy is a big thing, not just sympathy. 
24. Being able to state the problem and offering solutions. 
25. Getting to the 'core', putting myself in other people's positions. 
26. I act as a 'buffer' between what is going on and the children. 
27. Managing unpleasant decisions, and coping with the results. 
Russel points out and sums up the essence and effect of the development of all the above 
mentioned acquired and developed key competences and their 'tacit dimension', in "this 
'feeling' and experience [that] you aren't to forget once you start to work again and earn 
money". The development of 'tacit forms of key competencies' is not only of benefit for 
working life, but also benefits the participant's life in general, as the described 'change' in 
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personality indicates. This process of change influences the 'being' of the participants and 
fosters the development of (tacit forms of) key competencies. But still these 'qualities' and 
benefits from developed 'tacit forms of key competencies' are not recognised by people. 
The situation seems even 'worse' as they are often 'downplayed' by the participants them- 
selves. 
8.6 Identification of 'Tacit' Skills and Key Competencies 
The developed 'starfish model', in the form of a mind map (see Figure 8.2) is used as a fur- 
ther tool to structure the identified key competencies and skills. The mind map on page 167 
captures and structures the mentioned acquired key competencies and skills, which are 
summarised and assigned to the different categories of key competencies on the next page 
(see Fig. 8.2: Mindmap: Overview of key competencies). 
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8.7 Overview of Developed Key Competences 
A broad overview of the forementioned developed 'tacit forms of key competencies' is 
represented in Figure 8.3. Budgeting is the first and most mentioned developed 
competence. This does not seem to be very surprising, as the situation of being unemployed 
and/ or living on a small budget requires a careful and thoughtful way of spending. It 
furthermore reflects the financial situation of the whole group of participants. Money is a 
major concern for these participants, food, clothing, mortgage etc. all needs paying. As 
mentioned before, this group consists of people who do not possess high earning jobs, and 
they mostly belong to either the middle or working class, the spouses do not seem to work 
in high flyer jobs either. 
The development of organisational competences and skills is the second most frequent 
mentioned development, which is followed by a 'change' in personality and character, e. g 
becoming more responsible. Responsibility is the third most mentioned 'tacit forms of key 
competencies' that is developed. 
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Fig. 8.3: Graphic Representation of developed 'tacit forms of key competencies' 
List of competences according to mentioned frequency: 
1. Budgeting 4. Time management 5. Managing 
2. Organisational competences 4. Multi-tasking 5. Cooking 
3. Responsibility 4. Flexibility 5. Childcare 
4. Planning 5. Life-skills 
4. Patience 
4. 'Smart' shopping 
  Senes l 
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8.8 (Un)Awareness about 'tacit forms of key competencies' 
The data has provided strong examples for both cases; participants who do not 'see' what 
they have achieved and gained and who furthermore cannot link this with the world of work 
(Nuala, Jo). And a few examples of participants who 'know' what they have achieved while 
looking after the (family) household and so do 'see' the benefits in skills they have gained 
for future jobs. In some cases this process of experiencing looking after the (family) 
household and the development of 'tacit forms of key competencies' has even lead to a 
change in career pathway or occupational field (Mandy, Marian and Tracy). And the ones 
who are 'in between', like David. Who 'knows' that 'tacit forms of key competencies' are 
useful (for himself) but who also 'knows' that they are not recognised in the workplace. 
According to this short classification, the responses given below, indicate participants' 
position towards 'tacit forms of key competencies'. 
8.9 Benefits from Developed (tacit forms of) Key Competencies and Skills 
In response to the following question: Do you think the virtue you possessed and the tasks 
you did, while running the household, are of any use to your future work, your future 
personal and professional development? the research participants gave the following 
statements: 
NUALA, 35, secretary, 2 children, said: Not really, I was organised before and I still am. " 
J0,46, dinner-lady, 3 children, stated: "No, it didn't help me for my professional 
development. I think the organisational skills would have been there anyway... But I suppose 
it has, it certainly broadened my outlook. " 
MANDY, 35, teacher at pre-school emphasized: "Yes I think so. Very much. Otherwise I 
would have gone back to my job as a secretary. I got interested and interested enough to do 
a course and NVQ in child care when my daughter became old enough to go to school. " 
MARIAN, 38, bookkeeper, explained: "When I became pregnant, end of 1990, I left the 
company. After giving birth to my first child (02/91) I was thinking about what to do. I 
wasn't so keen on going back to my old company. At the same time, my husband started his 
own company and they were looking for a bookkeeper. When my son was 6 months old I 
managed to work in my husband's company. " 
DAVID, 39, machinist, 2 children summed up: "I changed personally. I try to look at things 
from different angles. I try more to understand the way in which people behave. I don't 
think that it had much influence on my professional development... For myself, very high. 
But if I think back to my workplace, they didn't think much of what I did. They couldn't 
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understand that I had to go home, to be there in time. The company's interest was in my 
work and not in my problems at home. They offered no support and that is why in the end I 
couldn't cope with the pressure at work and left. " 
STUART, 37, who works in a shop, 1 child, responded: "No it is not helping me, not at all. 
You need a certificate, you need proper qualifications ... Just doing a bit of this doesn't 
mean you can do that as a job. If you have qualifications you get better money. " 
8.9.1 Usefulness of 'tacit forms of key competencies' and skills 
The benefits and usefulness of 'tacit forms of key competencies' can be divided into several 
levels, outlined in table 8.6. There are some participants, a small number, who think that 
the developed 'tacit forms of key competencies' are very useful, mostly in relation to the 
job they are doing. Whereas another group believes that the developed 'tacit forms of key 
competencies' are useful in a certain way, e. g. mostly in the way of developing personal 
attributes, which is described as a change in personality. And finally, the largest group of 
participants thinks that the developed 'tacit forms of key competencies' are of no use at 
all, with one participant who has no clear idea about the usefulness of them. 
Assessment Participants Areas of work 
Very useful Mandy, Margaret, Tracy Teaching, childcare 
Useful in a certain way David, Jane, Zainal Machinery, office, shop 
Not useful Amjad, Kate, Jo, Melvyn, 
Russet, Stuart, Thuy and 
Nuala, 
3 Shop, 3 office, 
dinnerlady, plumber 
Does not know Marian office 
Table 8.6: Levels of Usefulness 
Mandy indicated, when asked what sorts of occupations could be followed from now on: 
"Almost everything ..., except being a 
doctor or a nurse, as I think you will need a lot more 
training. Cleaner, cook, nurse, chauffeur, teacher, speech therapist, nutritionist, manager, 
buyer, organiser". And Thuy listed: "Childminder, worker in a children's home, cleaner, 
cook, factory work, as there is also a routine" 
8.9.2 Usefulness in Relation to Occupational Field 
At this stage of the analysis the difference in the participant's own assessment of 
importance of 'tacit forms of key competencies' is related to different occupational fields 
and jobs/ work. The three women (Margaret, Mandy and Tracy) can be grouped together, as 
they all experienced a transition into a new occupational field which was led by the 
experiences they had while looking after their children and developing their key 
competencies and skills. They also rate the skills they developed while looking after the 
family household as very important. Mandy rates them as useful for her work with the 
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children, Margaret puts the emphasis on the development of 'flexibility', which she finds 
essential for her work. There, one can see a very strong link to the occupational field they 
work in, they all deal with people; nursing, teaching and childcare are areas where these 
key competencies are regarded as essential. 
These statements also correspond to the list of jobs mentioned by the participants. If we 
compare the list of jobs that are given, in terms of: Do you think that there is/are a similar 
occupation/jobs (in the labour market) to the work you did at home? Which one/s? 
Jane said: "Yes, there is everything that relates to looking after children: childcare, helper 
in schools, dinner lady. A job in social services, at a hospital as a nurse or doctor. Every job 
that deals with people, not just children, like carers. Shopkeepers as well as you deal with 
all sorts of customers. " And David included: "Cook, cleaner, teacher, taxi driver, 
housemaid, director, deliveryman, tailor, nurse, carpenter, painter/decorator, supervisor, 
mediator, arbitrator, gardener, policeman, mechanic, storyteller. " 
Three participants (David, Jane, Zainal) rate the competencies as 'useful' in a certain way: 
David sees them as useful for his self-development, but he 'knows' that they are not 
recognised at the workplace. Jane regards them as useful to 'survive' in the office; "Yes, it 
helped me very much in my job. You can keep your head down in the office when there are 
'bad vibes' in the air, and you get on with your work. You can also deal with people, and 
get on with them without upsetting them". Zainal regards them as useful in terms of 
working out (his) partnership/ marriage. As he has to support his partner and play his part in 
fulfilling the household chores. 
But there is more to it than that. Some participants cannot see the connection between 
their personal development and the effect this personal development has on a broader 
scale. A broader outlook does affect the way in which a job is done and understood. Jo and 
Kate state that they do not see the developed 'tacit forms of key competencies' as useful 
for their (future) work or their future personal and professional development, but Jo 
believes that the tacit forms of key competencies have "broadened her outlook". Kate 
states that "she has become more aware of life"; both express a process of change and a 
(personal) development of particular key competencies. In this situation, even during the 
interview, the tacit dimension is still tacit for the participants. 
This points directly to the heart and core of the study. 'Tacit forms of key competencies' 
still exist (for most of the participants) in a TACIT form. In general, the development and 
the 'usefulness' of 'tacit forms of key competencies' is not recognised or valued. 'Tacit 
forms of key competencies' are furthermore not recognised in the workplace and are not 
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seen as useful for fulfilling a job. This attitude is reflected in the statements of the 
participants, who (tacitly) 'know' this. Still, the 'blindness' of the participants towards 
their acquired 'tacit forms of key competencies' is related to other factors, cultural etc, 
which need to be investigated further. 
In essence, in a very limited way 'tacit forms of key competencies' and skills are simply 
regarded as useful for certain jobs, most of them jobs related to childcare. And the gap 
between work 'at home, domestic tasks' and 'work at the workplace' still seems to be two 
different, opposite positions, where the second one is highly regarded and rewarded and the 
first one is not. The participants do not understand the relation between informal work 
experiences prior to the situation of returning to work. 
8.10 The Amount of Confidence Gained from the Process of Returning to Work 
and Progression Made 
In general, the participants of this group seem to be confident, confident in themselves and 
confident in what they are doing. This is the most obvious difference from the other group 
(on course), where the general level of confidence among the group of people was low and 
of a major concern. The minority of people in this group state that they gained confidence 
by attending a 'return to work' course. The majority of people gained confidence from 
being 'back in work', some people appeared to be strong and confident in themselves by 
nature' and others seemed to be 'indifferent', not affected by the issue of confidence, as 
confidence did not seem to play a very important role in their well-being. These 
participants seemed confident enough in themselves without emphasising it. For them, 
confidence was not regarded as major factor in their welt-being as they had 'always coped 
with life' and in a conscious way. Decisions and their consequences were perfectly clear to 
them and other aspects in life (family, partner, relationship, social life, friends etc. ). 
(Examples: Jo, Stuart). 
Some (Thuy, Russel, Zainal) are not happy in their current situation and in their current job. 
It is not the job they expected to get and had hoped to get. This has implications for their 
confidence, as Thuy and Russet are the only two participants who do not seem to be very 
confident. Perhaps they are worst off -in a way- as both of them have difficulties in finding 
a job and experienced a far more difficult process in returning to work, compared to the 
other participants. Others gained confidence through the course: Amjad, David, Mandy, or 
from work, as did Margaret, Marian, Melvyn and Nuala. Some gained inner confidence by 
overcoming difficulties and personal problems, for example Jane, Stuart; and David in terms 
of sorting out his life, making a major decision. 
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In order to illuminate and underline the statements analysed and described so far, parts of 
Stuart's biography follows in the format of a mini-biography: 
8.11 Mini-Biography: Stuart, 37-years-old, 1 son (12 years) 
Stuart is white, in his late thirties and divorced with one son. At the time of the interview 
he was working part-time in a friend's computer shop. He left school in 1979 when he was 
16 years old with no qualifications. At the same time he moved out from his parents' home. 
For the next 6 years he worked for different companies, involved in producing plastic 
coating for tables and chairs. Then he worked for the army in Alton for two years, "sticking 
components on boards - they were supposed to go in the fighting jets". Then, he managed 
to go to college for 6 months and finished a City and Guilds degree in electronics in 1980, of 
which he is very proud. From 1985, for the next four years, he claimed to be self-employed 
and did all sorts of 'odd jobs', painting houses, garden clearances and garden design etc. 
until 1989. From there he went on to work on a building site, doing 'handyman's jobs, "doing 
a bit of everything, like bricklaying, carpeting". He worked there for two years - until 1993. 
For the next year he worked for a company that used to make lights for pubs, lamps, desk 
lamps etc. " In 1995, he went to work on a building site again and at the same time "doing 
gardens, handyman jobs etc. I used to work until 3 o'clock in the morning in the summer". 
From 1996 until 1998 (1.5 years) he worked for a company that delivered car components, 
and he worked nights as well. After six months he left due to an argument with his boss and 
in 1998 he went back to a building site. "But gave up after a few months because of the 'rip 
off' of the agencies. They get too much work for hiring you out and there is nothing left for 
yourself". In June 1998, his son Robert moved in with him and Stuart had to rearrange his 
life. For a couple of weeks he worked part-time at Sainsbury's in the mornings when his son 
was at school. But there were problems when his son became sick and Stuart could not go to 
work. So, he had to give up work. In April 1999, he went on an IT-Skills course because he 
was interested in computers. After the course he tried to go back into work but it was the 
same situation with his son, and there was no suitable job for him. 
The main reason Stuart stopped working in 1998 was because he had to look after his son. 
His son was born in 1987, and Stuart split up with his wife in 1989 - after being together for 
six years. He heard from friends that his ex-wife had a lot of problems with his son and her 
new partner, and Stuart was not allowed to see his son until May 1994 when Social Services 
contacted him. Stuart describes that the situation for his son became very difficult and that 
he knew that his son was not happy at his mother's and that there were signs that he was 
being neglected and abused. His son wanted to stay with him and Stuart tried to get custody 
for him, which became a long process. Finally, in June 1998, his son moved in with him and 
since June 1999 Stuart has had custody for him. 
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Stuart tried to go on working at Sainsbury's, but the company wanted him to work at 
weekends, which he sometimes did, when he could arrange a baby-sitter. But after a while, 
it did not work out as the childcare was too expensive, and was not financially viable in 
relation to the money earned. Stuart felt, as if he "only worked for the childcare money". 
Things started to "get a little bit easier" for him in January 2000, as his son went to 
boarding school in Dorking during the week. He returns home on a Friday afternoon at 2 
o'clock for the weekend and at the moment Stuart works in a computer shop in Cranleigh 
five days a week. But he toys with the idea of going down to Portsmouth during the week to 
work at a sailing marina, looking after the sailing boats and equipment. This is his dream. 
In terms of managing the household chores and tasks, Stuart claims to be doing most of the 
household things, the washing, cleaning, hoovering, dusting, clearing away, and shopping. 
But he also shares tasks with his son. Stuart enjoys cooking and has taught his son to cook. 
He is very proud that his son does the cooking sometimes, makes cups of tea, and also helps 
with the hoovering and washing up. 
While being asked what skills and competences he thinks he has achieved, learned and 
mastered, Stuart points out that he has changed a lot since he began looking after his son. 
Now he "always puts Robert first". While before he did not worry so much about spending 
money, now he has "to buy extra food, spend more money on clothes, buy cough medicines, 
etc". He believes that he is 'more wary' with his spending. He thinks about what he wants 
to buy and what he needs to buy. He also "started looking for the 'bargains', things like 'buy 
one - get one free"'. Stuart is very concerned about money; and managing his budget and 
finances is a major skill he had to learn and develop. He believes that he is far more 
responsible now, as he always has to think of his child, even if his son "isn't around" and in 
school. For him, his fathering skills have developed "a lot! ". Although he claims to "have 
always looked after babies, nieces, nephews, sisters and brothers". 
Stuart defines his situation as "not too bad" and says that he does not mind doing the 
housework. Cooking is his favourite passion, and he likes doing it. He admits that he 
sometimes 'hates' doing the housework; he 'hates' clearing up the mess of his son, "toys 
and things". And that it "cheeses him off" when he has to do it. But at the same time he 
admits that he "cannot blame him". And sometimes he gets lazy and then 'the washing up 
has to wait'. 
When being asked how did he know what to do? and how did he learn to run a family 
household?, Stuart reasons that he knew this because he comes from a large family. Stuart 
believes because they were such a big family that "these skills are naturally built into me, I 
think". His dad "buggered off" when he was five years old and his mum had to bring the 
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children up on her own. Stuart was nine years old when he had to change nappies; being the 
eldest and having five brothers and two sisters. Being in a big, 'close' family meant that 
everybody had to help with the gardening, decorating, and shopping. He remembers that 
when he was 11 or 12 years old, he used to carry 12 carrier bags full of shopping. He always 
had to help after school. His mum was too tired and "nackered" to do the work all by 
herself. Stuart adds that she sometimes fell asleep on the sofa and the children had to look 
after each other. Furthermore, he did all the handyman work in the house. 
When being asked how important the task of running the family household on his own was 
for him, he states that it was very important, and still is. A 'must' in his case. Stuart's main 
motivator is his son and his well-being. He wants to do everything right and as best as he 
can. Stuart feels angry and does not understand why his ex-wife did not want to look after 
their son "she couldn't wait to 'palm him off' to me or the grandparents", Stuart exclaims 
and feels that she "can't be bothered to look after him" and so he is determined to be there 
for him. 
Stuart assesses his work in terms of renumeration and status as very low in the outside 
world, despite being a parent which means handling two jobs at the same time: "As you 
have two jobs really: one is you go to work and the other one is looking after the child". He 
never had any understanding and assistance from former employers. But his friends are very 
supportive and even the neighbours, at least the ones who know his situation. "With respect 
to 'status': they all say well done', you are doing a good job, and that it is very unusual for a 
man to look after his son on his own". Stuart thinks, that parents should be paid a decent 
salary to be able to pay for childminding. When being asked if the virtues developed and 
tasks he did, while running the household, are of any use to his future work, his future 
personal and professional development, Stuart expresses that it is of no help to him, "not at 
all". He believes that "you need a certificate, you need proper qualifications" in order to 
find a job and exist in the world of work. "Just doing a bit of this doesn't mean you can do 
that as a job" and, "if you have qualifications you get better money". 
8.12 Summary 
The experiences and perspectives of the research participants classified as being 'returned 
to work' have been discussed in this chapter. Issues relating to the experience of the 
development of 'tacit forms of key competencies' have emerged within the context of the 
'world of work' - having returned to work- for this group of individuals. These 
issues provided 
insights into the development of 'tacit' key competencies, the degree of awareness about 
them, the level of confidence gained from them and the notion of usefulness of the 
developed 'tacit forms of key competencies' for the individual. 
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All participants in this group have developed a wide range of 'tacit forms of key 
competencies and skills'. This phenomenon can be read 'between the lines' of the 
interviews, but is also captured in the analysis of the statements of the interview. In most 
cases, the participants are not able to 'link' their experiences of looking after the (family) 
household and all the personal achievements with the value of doing so. The benefits gained 
from the development of 'tacit forms of key competencies' are not recognised and 
acknowledged, because this period of life is 'done with' and 'over' for them. For this group of 
research participants, the situation of being in paid employment again, is the main concern. 
People define themselves through being employed again. Therefore, a detailed analysis of 
the job transition was included in this chapter. 
A discussion of the key aspects of the research participants' experiences, the development 
of 'tacit forms of key competencies' of the two groups, is undertaken in the following 
chapter 9: Discussion of Findings. It looks at the whole data set of the two data chapters 
and pulls together understandings and insights gained from the respective thematic data 
analysis and framework. Key findings will then be drawn together and summarised within 
the final chapter, chapter 10: Conclusions and Implications. 
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CHAPTER 9: DISCUSSION OF FINDINGS 
9.0 Introduction 
Whereas the previous chapters 6,7 and 8 have shown the complex individual situations and 
personal contexts in the 'tacit' learning process and have explored the research partici- 
pants' constructs of 'tacit knowledge' and 'tacit forms of key competencies' development - 
this chapter studies the factors that influenced the shaping of the research participants' 
perceptions, identities and degree of awareness. It is then revisiting the study's objectives 
relating to the working hypothesis (see ch. 1) and the research question of: How do people 
experience the development of 'tacit forms of key competencies' while being out of paid 
work? 
In doing this, the chapter provides a discussion of the findings presented in chapters 7 and 8 
and pulls together understandings and insights gained from the respective thematic data 
analysis. It illustrates the relationship between the data and the broad field of study by 
looking at the identified issues and themes concerning the research participants' develop- 
ment process of 'tacit forms of key competencies'. The (un)awareness about it, the lack of 
confidence and self-esteem and the personal social situation are important contributing 
factors in the development of 'tacit knowledge', which have been so far left out and not 
acknowledged in other studies. In this study, the research participants' stories showed that 
the creation of knowledge is not simply a compilation of facts but a uniquely human proc- 
ess, combining 'tacit' and explicit aspects, which most individuals undertake 'without 
thinking', and which includes feelings, emotions and beliefs. This chapter argues for the 
importance of acknowledging those elements in the process of developing and eliciting 
'tacit' knowledge. This kind of understanding is especially important for individuals in be- 
coming aware of their developed 'tacit forms of key competencies'. 
As such, this study fosters the recognition of the interrelationship between a person, his or 
her social context (Loughlin, 1993) and 'tacit knowledge' development; making the inter- 
connectedness of people's developed competencies and personal lives visible. Hence, this 
study has extended the work on the 'TACITKEY' project' and other studies by including life 
stories and the 'human side' of the development process - emphasising experiences of indi- 
viduals, their emotions, feelings, degrees of confidence and (un)awareness. This approach 
reinforces the study's claim to have broadened and deepened the concept of 'tacit knowl- 
edge', which is so far defined by narrow HRD and KM-theories, which seem to treat knowl- 
edge as an object that can be managed independently of the knower (Goldkuhl and Graf, 
2001). The novelty in approching 'tacit kowledge' in this way, lies in an intensified recogni- 
tion of a person's experiences of being and acting in informal learning situations. 
'Tacit forms of key competences for changing employment opportunities'. Leonardo- Program, 01.12.98 - 30.11.2000 
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This chapter builds on the, in the methodology chapter, developed understanding that 
'modern biographies' are sociopoietic potentials, which provide centres of change within 
social frameworks (Alheit, 2001). The study's findings suggest that possible 'key competen- 
cies' and 'key qualifications' for learning societies of the future (Alheit, 2001) lie in the 
analysis and understanding of these 'modern biographies' and identities. These key qualifi- 
cations include a wide range of 'tacit forms of key competencies' as explored and extrapo- 
lated from the findings in this study. 
This chapter is presented in two parts. In part one, issues concerning the 'tacit knowledge' 
development process are summarised, and a claim for expanding the concept of compe- 
tence is proposed. Part two, discusses, contrasts and reflects upon the interrelation and 
correlation of key factors and aspects of the development process of 'tacit forms of key 
competencies', such as the immediate personal situation, the 'tacit' learning process and 
the degree of awareness of the individual. 
9.1 Issues about the Development of 'Tacit Forms of Key Competencies' 
The findings of this study support the working hypothesis that individuals as immediate 
learners in an ongoing 'tacit' learning process develop 'tacit knowledge' and 'tacit forms of 
key competencies' within informal learning settings. Here, 'tacit knowledge' can be de- 
fined as a wide range of developed 'tacit forms of key competencies'. The 'tacit' skills and 
competencies were identified, captured and made explicit through reflection and dialogue, 
aided by a creative technique in the data collection process (the concept mapping of the 
biographical life course). 
This study confirms that most of the individuals were neither aware of their developed 
'tacit knowledge' and 'tacit forms of key competencies', nor rated them as useful or bene- 
ficial for their (future) personal and career development. Two main differences in terms of 
awareness and attitudes can be identified. The group of research participants who had re- 
turned to work, rated their 'tacit forms of key competencies' as not important whereas the 
group of individuals still enrolled on the 'return-to-work' courses rated them - once they 
had become aware of them- as very important because the development of these compe- 
tencies defined their current identity and place in the world. Linking their achievements, 
white running the family household, to the development of 'tacit forms of key competen- 
cies' was a 'daring' and 'unusual' experience for this group of people. 
The pull and the attraction of the labour market determined the responses of the research 
participants; being 'in or out of paid work' defined the status and identity of all research 
participants. Being able to earn money and to contribute to the 
family income were very 
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important characteristics of the group of participants 'returned to work' and made the 
process of recalling the situation of developing 'tacit forms of key competencies' in a phase 
of unemployment seem very low in importance. Because, for these participants, being em- 
ployed increased levels of confidence and self-respect and created a feeling of being 'worth 
something'. 
Being the main carer and taking sole responsibility for the management of the household 
and family defined the identity and status of the research participants who were still un- 
employed and enrolled on 'return-to-work' courses. Their situation and degree of aware- 
ness was closely linked to managing the household on their own and keeping the overview. 
Such 'tacit forms of key competencies' as managing, budgeting and organising were the 
first ones to be identified. Several times, research participants defined themselves as 
'housewives' or 'mothers' in a very limited way, stating: "I am merely a housewife" and 
often expressed the feeling of being left alone "to deal with everything that comes up" and 
with the feeling of sole responsibility: "If I won't do it - nobody will". 
People 'on course' were very much 'aware' - (they 'felt' this physically) more than they 
realised of what they had achieved during the day, keeping the family going and functioning 
(tidying up, cleaning, shopping, dealing with financial matters, child care etc. ). But they 
did not rate this experience as a beneficial learning process or competency development, as 
the 'tacit dimension' was so prevailing. They furthermore did not rate the development as 
very important or useful although the general understanding was that, "nobody could have 
done a better job, than I did". This experience of contradiction, 'struggle' and conflict in 
people's emotions, awareness and self-perception in this group was conceptualised in the 
model of a 'triangle of conflict and contradiction' (see ch. 7). The model captures and re- 
flects on the experience of the research participants in the wider context of the general 
public's view on unpaid and informal work. People at home caring for children and family 
members are not understood to be 'contributing' to society or property fulfilling their re- 
sponsibilities as citizens (Teghtsoonian, 1999) as research on women's 'double shift', the 
'balancing act between motherhood, marriage and employment' (Spain and Bianci, 1996) 
underlines. 
In general, people were not as ease with regarding 'tacit forms of key competencies' as 
something 'important', useful or beneficial compared to 'proper qualifications' gained from 
'proper jobs'. A few exceptions were made by those individuals who aimed at working in 
childcare related fields because they rated 'tacit forms of key competencies' as very useful 
and beneficial for this type of work. 
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Almost all research participants expressed feelings of tiredness, guilt, loneliness and phases 
of depression, from the 'struggle' and the burden of responsibility. It seems as if the devel- 
opment of skills, competencies and 'tacit forms of key competencies' were not too impor- 
tant as an overall topic for some women, because they struggled to 'make ends meet' and 
were thus more concerned with holding their lives together after a divorce, financial diffi- 
culties or personal illnesses or illnesses of their children. 
The findings of this research demonstrate mostly 'female' ways of 'tacit knowledge' devel- 
opment, although from different classes and educational backgrounds. The themes that 
emerged from this study have parallels with other research concerned with women's ex- 
perience of (early) motherhood. Barclay et at. (1997) noted that becoming a mother was a 
difficult and multifactorial process and identified categories related to 'loss' (of time, self 
and independence) and 'working it out' which have similarities with the broad themes of 
awareness, confidence and re-negotiation. But, it is important to note, that single fathers 
expressed very similar concerns and experiences. 
9.2 Expanding the Concept of Competence 
One central aim of this study is to foster the recognition of 'tacit knowledge' developed in 
unpaid, informal learning situations. It aims at sharing and disseminating the experience of 
developing 'tacit forms of key competencies' and argues, that many studies have ignored 
the social character of the development process of competenc(i)es. But, knowledge crea- 
tion and competency development can never be seen in isolation; they concern the whole 
person learning and acting in a complex socio-cultural world (Yorks and Kasl, 2002; Bartas, 
2001). This means, when discussing competence development, we need to apply a broader 
understanding. 
The findings underline this study's claim for establishing a broader approach to the concept 
of competence. This approach is variously termed 'integrated' or 'holistic' in the literature. 
This study's demand for a 'holistic' approach towards 'key competencies' is pedagogically 
driven and addresses not only the development of occupational competence and technical 
skills, but also the development of a personality and 'self-realization', which is underpinned 
by a commitment to a lifelong reflexive learning process. The findings show, that compe- 
tenc(i)es and 'tacit forms of key competencies' are not externally related to the individual, 
but internally related through the individual's experience of their development. As such, a 
more holistic model has been proposed, reasoned for and manifested in the methodology 
chapter which acknowledges "that competence is tacit, informally acquired, culturally em- 
bedded and contextually located in practice" (Jones and More, 1995, p. 88). In this respect, 
this study attempted "to locate competence within contextually located sets of social rela- 
tions and their cultures of practice" (ibid, p. 81). 
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Therefore, the study's approach encompasses an integrated view which sees competence as 
a complex combination of knowledge, attitudes, skills, and values displayed in the context 
of task performance (Hager and Gonczi, 1996) and 'life-world becoming' (Barnett, 1994). 
The developed 'starfish model' (see ch. 3) integrates a) work content-/ subject matter re- 
lated (practical) competencies, b) methodological competencies, c) social or interpersonal 
competencies, d) competencies related to attitudes and values and e) learning competen- 
cies. It reflects a shift from defining competencies as a bundle of disparate skills to a more 
holistic, contextualised approach. 
This approach recognises levels of novice, experienced, and specialist - rather than a once 
for all attainment, because interpreted broadly, competence is not trained behaviour but 
personalised capabilities and a developmental process (Barrie and Pace, 1997; Chappell, 
1996) as demonstrated by the research participants. Skills and competencies are regarded 
as processes (not merely as outcomes) and therefore educationally enrich policies and prac- 
tices in this area by opening the arena of human action (Giunipero et at., 1999) analogous 
to Schön's (1987) 'reflective practitioners' who shape their 'practice worlds' (p. 36). Being 
able to shape 'practice worlds' is necessary due to the transforming of the world into a 
multicultural society where complex skills and competencies are needed for dealing in the 
workplace and for taking part in society and culture (Nijhof, 2001). It is essential to help 
people to prepare for life, employment and lifelong learning. Individuals need to broaden 
their skills and knowledge in order to handle unexpected, new situations (Nijhof and 
Streumer, 1994a, b) as well as their biographical experiences. This leads to the inclusion of 
a 'broader' concept of competence and learning; a concept which is based on 'learning 
from experience' (Dewey, 1938; Kolb, 1984), on 'learning from the context' (Lave and 
Wenger, 1991; Resnick and Wirt, 1996), on 'activity theories' (Engeström, 1994), on 'cogni- 
tive apprenticeship' or 'situated cognition' and 'reflection and critical reflection' (Mezirow, 
1990) - 'enhancing informal and incidental learning' (Freire, 1972; Marsick and Watkins, 
1990). 
9.3 General Differences in the Perceptions of the Two Groups of Research Par- 
ticipants 
The analysis of the interview data shows for all individuals, that their immediate personal 
situation was of enormous importance to them. It influenced the research participants' out- 
look on life, their personal perception of development of 'tacit forms of key competencies' 
and degree of awareness about the development process. Additionally, the findings clearly 
show that the immediate personal situation has an impact on the individual's self- 
perception, self-worth and confidence. The 'individual immediate personal situation' meant 
either being already 'returned to work' or still being unemployed. This situation of being 
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either 'in or out of the labour market' influenced the participants' perceptions of their own 
development of 'tacit forms of key competencies'. According to this criterion the research 
participants justified their 'existence' in two ways by valuing what they were currently do- 
ing - either 'being there for the children' or 'earning money and contributing to the family 
income'. 
Additionally, the process of developing 'tacit forms of key competencies' was either seen as 
important or not important (in relation to being either unemployed or employed) in terms 
of fostering personal development and bettering choices of career options and pathways. 
Those participants who were still unemployed rated the developed 'tacit' competencies 
and skills as much more useful as those who had returned to work; as Stuart declares: "No, 
they [the skills and competencies] did not help me, not at all" 
A further key theme of the study is the degree of being (un)aware of one's own developed 
'tacit forms of key competencies', which is considered to be significantly influenced by the 
personal social situation of the individual. The analysis has highlighted an interrelationship 
between class and education to the degree of awareness. Whereas the research participants 
from a middle class background who had a higher degree in education and so valued and 
knew about their achievements and competence, the research participants from a working 
class background did not rate their achievements and 'tacit' competency development as 
very important. They did not 'see' them as 'real skills and competencies'. 
The present, personal situation of the research participants did not only have an enormous 
impact on the outlook on competence development but also on what counts as learning and 
qualification. Women from a middle class for example were looking more ahead, and as- 
sessed and rated their situation at home as a 'phase in life which will pass by'. This meant 
for them that they could 'move on' in a few years time. These findings provided relevant 
support for the formulated working research hypothesis (see Ch. 1). 
Another significant aspect of the research was to determine the influence of the degree of 
(un)awareness of one's own achievements and acquired 'tacit forms of key competencies' 
on the degree of confidence drawn from it. The findings supported the working hypothesis 
that, people who were more aware of their developed 'tacit forms of key competencies' 
demonstrated a higher degree of confidence than people did with less awareness. 
In summary, the research findings set out in this study indicate that the following key as 
pects permeated the research participants' spectrum of perceptions: 
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0 Being either 'employed' or 'out of paid work' determined the view of the individual on 
the importance of 'tacit forms of key competencies', (earning money creates a feeling 
of 'worthiness' and status for the individual). 
0 The social situation (class, status, financial and health situation etc. ) determined the 
degree of awareness, and additionally, 
" Being a parent or carer or not (because it meant a 'bigger' responsibility for the indi- 
vidual, more tasks, duties and workload for parents). 
These important influencing factors for the recognition of 'tacit forms of key competencies' 
are discussed and reflected upon in more detail in the following sections. 
9.3.1 The Factor of Being, 'In or Out of Paid Work' - The Importance of Work in 
the Life of Individuals 
The major factor identified, which influenced the degree of awareness about the develop- 
ment of 'tacit forms of key competencies' was the situation of being either 'in paid work' 
or 'out of paid work'. Work is a central aspect in the research participant's lives; it defines 
an individual's class and social status in society. It is the central social process that links 
individuals to industrial society and to each other. The fact of earning or receiving money 
for undertaking and fulfilling tasks, chores and duties created a feeling of 'worthiness' 
among the research participants and as such a sense of identity (White et at., 1992); and 
represents not only a central source of social networks, but also of public esteem and indi- 
vidual identity (Peterson and Gonzalez, 2000; Field, 1995; Hall and Young, 1995). 
One of the biggest desires people express is to be part of the workforce and in paid em- 
ployment (Elliot, 1996). It creates feelings of fulfilment - an effect which affects people 
being out of the labour market very strongly, including the research participants of this 
study. Employment and paid labour are still conceived of as the pre-eminent way towards 
self-development and social integration (Stroobants and Wildemeersch, 2000). 
As this study and other studies show, work occupies a substantial proportion of most peo- 
ple's lives. It provides challenges and enriching experiences for the individual and helps to 
develop self and fulfil one's desires and this creates self-esteem (Watson, 1989). Work has 
furthermore both intrinsic and extrinsic values. Extrinsic value includes monetary reward, 
therefore it is seen as a symbol of personal value: work provides status, economic reward 
and a means to realise self-potential or self-actualisation. People work to fulfil esteem 
needs (Maslow, 1954), meet career ambitions and gain a sense of well-being (Herzberg, 
1966). 
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As confirmed by the research participants, work is perceived to provide an intellectual and 
social setting, which allows mothers to withdraw from 'nappies and baby talk'. Paid em- 
ployment furthermore give some relief from the demands of domestic work and childcare 
and then while at home the strains of work are put aside (Marks, 1977). Being at work coun- 
terbalances the situation of work at home, because the opportunity of meeting and socializ- 
ing with others makes people feel good (Herzberg, 1966). Herzberg's (1966) 'Dual Factor 
Theory' suggests that people are motivated towards what makes them feel good, (the ma- 
jority of people state they would like it more and feel more comfortable being at work in- 
stead of being at home), and away from what makes them feel bad. Being paid for what 
one is doing and achieving shows a strong recognition of that which is done and achieved 
during a days work. For parents, especially mothers, this circumstance was very important 
because they felt that what they did at home was neither recognised nor rewarded. Their 
role of being at home with the children was simply expected of them. It is suggested that a 
sense of worth and equality can be achieved within the partnership if women are in paid 
work as they will feel that they are participating in the economic environment of the 
household (Marks, 1977) - an argument the research participants confirmed in the inter- 
views. They furthermore explained that, besides the financial reasons, going back to work 
also provides mental stimulation and allows them to maintain social contact (Ferry and 
Smith, 1996) as reasoned above. 
The research participants in the category 'returned to work' demonstrated an inability to 
see the interrelation between the tasks and chores fulfilled at home while looking after the 
(family) household and their personal development of 'tacit forms of key competencies'. 
Housework and child rearing skills were perceived as being different from expected work 
skills, and most of the developed 'housekeeping skills' were rated not to be useful at the 
workplace, as expressed by Diane: You need IT skills". Stated exceptions were jobs in oc- 
cupational areas where work is related to children, e. g. nursery nurse or childminder. Here 
the housework and childcare skills and competencies are seen as vital and of importance. 
Again the explanation for this circumstance is the immediate personal situation the partici- 
pants are in. The research participants were all back in paid work and now lead a 'working 
life'. This represents a strong context and issue for them, as explained before. This strong 
statement is underlined in a study of 'high-flyers' (White, Cox and Cooper, 1992) where 
successful women claimed that work was the priority in their lives, from which they derived 
their identity. 
Almost all participants felt the urge and necessity to return to work; some of the mothers 
also expressed a wish to return to part-time work as soon as possible. Their next aim and 
step was to move on to full-time work. For middle class mothers the intention of going back 
to work was a strong motivation in giving up work to look after the children because they 
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'knew' and realised that this period of childcare would only be a 'short' phase in their lives. 
The majority of women in the study expressed the desire to return to work once the chil- 
dren reached school age. This is consistent with previous research findings such as those by 
Klerman and Leibowitz (1994) who found that older and better-educated mothers were 
more likely to return to work sooner after childbirth than less-educated mothers were. They 
also found that women with more children were less likely to be employed, Sally (four chil- 
dren) and Jane (six children) talked about the obstacles they had encountered in finding 
work due to the number of children they had, which is supported by Youngblut et at. (2000) 
who reported that having fewer children were significant predictors of employment. 
Cotton et at. (1989) suggested that financial reasons are one main cause for women to work 
as the family needs an extra income. Most of the women worked for financial reasons and 
needs (Guinn and Sandell, 1997), as Marian, 38, confirms: as we cannot afford for me not 
to work at all". Further studies suggested that women's wages help to keep families out of 
poverty in Britain (Guinn and Sandell, 1997). The second income is therefore either neces- 
sary or good 'pocket money'. The people in the study confirmed both statements. 
9.3.2 The Influencing Factor of Caring for Someone on the Development of 
'Tacit Skills' 
Alongside the difference of being employed or unemployed, the second big dividing factor 
within the whole group of research participants was the fact of being a parent or carer or 
not. Research participants who were married with children or who were single parents ex- 
pressed similar experiences, feelings and perceptions. They stated that they had to perform 
far more duties, tasks and responsibilities during the day and lots of times even at night 
compared to people without children. At this point it is important to note that single par- 
ents, mothers as well as fathers expressed similar emotions and concerns, about their tasks, 
duties and competencies. The biggest issue in the lives of participants with children, espe- 
cially of single parents, was 'making ends meet'. This group included people who were car- 
ing for other people, e. g. parents or relatives. The needs and demands of the children, or 
person that was cared for, followed by the demands of the spouse or partner and the ful- 
filment of the tasks necessary to keep the household tidy and organized, determined the 
daily routine for these research participants. It therefore affected the range of competen- 
cies acquired and performed. These research participants developed a range of 'tacit' com- 
petencies far wider and more manifold than the range of single people who lived on their 
own. Parents, especially mothers, were also more active outside the home compared to 
single people. Mothers were involved in community, charity, school and church work and 
actively looked out for opportunities to earn a little bit aside (e. g. childminding, word 
processing). 'I never really stopped working' was an expression people used to describe 
this. Learning on these occasions contributed to the development of 'tacit forms of key 
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competencies' and it seemed as if some of the research participants (Diana, Jane) never 
really lost touch with working life. 
The concern of single people was mainly focussed on their own well-being and personal 
situation. Their personal situation was defined by their life situation and context of life, 
which very much differed from the one in which participants were caring for children or 
relatives. The context differed in the way that these research participants struggled with 
difficulties and problems related to the 'self' and own person (such as loneliness, financial 
problems, unemployment etc. ). They did not experience the 'pressure' involved with the 
awareness of being responsible for the well-being of somebody else. Thus, the experienced 
and expressed personal difficulties were severe and of the highest importance to the indi- 
vidual research participants concerned and although they might not be comparable to the 
research participants with children, it is possible to state that there are similarities within 
the group of single people. Single people, for example, talked about the feelings of bore- 
dom: "I watched a lot of television", "there was nothing to do", of anger, loneliness, of 
being useless, even isolation and depression. Turner and Lloyd's (1995) study revealed that 
people with a lower education have fewer economic and social resources with which to 
avoid stressful events and successfully cope with them, - circumstances that the research 
participants attested. 
9.3.3 The influencing Factor of being (Un)aware of One's Own Achievements 
Another factor which seems to have influenced the research participants' perception of the 
development of 'tacit forms of key competencies' was the degree of awareness about 
them. In terms of being aware of one's own achievements and acquired 'tacit forms of key 
competencies' research participants in the category 'on course', still being at home, 
seemed to be more aware of what they achieved every day and had achieved over the pe- 
riod of running the family household than the group of research participants 'returned to 
work'. 
For the majority of research participants on course' the interview process was very impor- 
tant as it enabled them to think about, 'see' and value their achievements (in a different 
and positive light). Especially for this group, probing and questioning was important as it 
helped to create a sense of gravity and underlined the importance of stating as many skills 
and competencies as possible and not just some. Increasing the recognition of and becom- 
ing aware of the developed key competencies was triggered through asking questions in the 
interview process by using the developed research focus as intended by the researcher. An 
interview guideline and a mind map were used as research tools to encourage talk about 
the experiences at home. These tools were useful because domestic life with its daily rou- 
tines is often difficult to describe for women because there are few constructs that support 
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the kind of work women do in the home (Sparks, 2002). Moreover before the interviews 
took place a lot of the research participants had not thought about this issue and their 
situations in a positive way. Daily duties were simply expected of them. In the interview, 
the term 'chores' was replaced by terms such as 'achievements', or the acquirement or 
competence development, which put a different light on and a positive aspect towards 
their personal situation. 
The finding that the research participants 'on course' were more aware of their developed 
'tacit forms of key competencies' than the research participants who had already 'returned 
to work' could depend on the situation of being enrolled on a course at that time. Motiva- 
tion-building, upskilling, and confidence building were core components of the CVT courses 
at the colleges where the research participants were enrolled. Therefore, research partici- 
pants had heard the term competencies and skills before and could relate and connect 
them to the research questions and aim. Still, this was not always the case, as people were 
in general more aware of the personal situation they were in, when they remembered how 
lonely and isolated they felt, how hard the first years were after having a child or being 
married and away from their parent's home. 
The findings have revealed that the research participants 'on course' could list more devel- 
oped and performed skills and more detailed duties and tasks, which seems to stem from 
the immediate personal situation of not being returned to work. Although for them, their 
situation and status had changed when they enrolled on the course, they felt, that they had 
not regained the position and status of someone earning money. They still defined them- 
selves through the role they played at home, being a 'full-time mother', looking after the 
children and the family household. And, as such managing the household routines and 
chores was constantly on their minds and omnipresent in their daily lives. 
The, mainly middle class, research participants who had successfully returned to work, on 
the other hand, seemed to have 'put this phase behind them' and quickly forgot about the 
time spend at home, out of 'paid work', as a 'housewife' or a 'homemaker'. Now their posi- 
tion of being back in paid work defined their position and role; a role almost alt had longed 
for while looking after the children and family household and aspired to once the children 
were old enough to go to school. They often expressed the situation of being at home with 
the children 'as a phase that would pass by'. They also expressed a certainty that they had 
always believed that they would find a job once the children were old enough to be left 
with a childminder or at school. As Jane exclaims, "I knew I could always return to temp- 
ing". The studies of Kterman and Leibowitz (1994,1992) suggest that education probably 
provides a stimulus that encourages women to strive for personal achievement, or in other 
words, the more educated are likely to be more ambitious in their outlook. 
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Middle class research participants -in general, in both categories- demonstrated a higher 
degree of awareness about their achievements and a higher degree in confidence in finding 
a job again; as those who are more 'alert' may be aware of a wider range of possibilities 
(Willms and Echols, 1992). With education comes more increased levels of knowledge and 
skills, and an increasingly higher expectation in life (Filipezak, 1994). The research partici- 
pants who had the advantage of a better education and qualifications showed more aware- 
ness of having overcome and dealt with the 'strenuous and challenging' family phase and 
were aware that they had changed in personality in a positive way: "I have changed a lot 
and I think I will profit from this development". The research participants from a middle 
class background had a more positive outlook on their life and future, probably as they ex- 
perienced, on a general level, a similar 'good' and secure 'life situation'. All of them lived 
in a prosperous area of Guildford, owned a house or paid a mortgage, possessed two cars 
and were married to husbands who held 'well paid' jobs. For them, life seemed to be 'eas- 
ier', without financial worries and with easier job opportunities. They also expressed their 
wish to return to work or to return to full-time work as soon as possible. 
9.4 How did They learn to run a Family Household? 
As the aim of this study is to make the 'tacit' dimension of the development process of 
'tacit forms of key competencies' explicit - the research participants first needed to be- 
come aware of their 'tacit' learning process for the sake of being able to talk about the 
experience. A possibility to make the experience tangible was to probe them about how 
they knew what to do, and how they learned to run a family household. When asked, the 
majority of research participants expressed the view that they had learned 'by trial and 
error', 'by simply doing it' as 'sink or swim' and through: "absorbing what to do and how to 
do without knowing". About half of the research participants said that they learned how to 
run a family household from their mothers, either by helping at home or by imitating and 
copying their mothers' routines -a situation which Collins, Braun and Newman (1989) de- 
scribe as learning taking place through observation and imitation of models and imitation of 
models which leads to the development of 'tacit knowledge'. Learning partially emanates 
from routine activities; learning-by-doing, learning-by-using and learning-by-interacting 
(Lundvall, 1992) and builds on existing knowledge and practices. This knowledge is both 
explicit and 'tacit' (Gee, 1997). In trying to make the 'tacit' experience tangible, the re- 
search participants were encouraged to reflect upon their daily routines and experience, in 
order to get to the core of the experience, the process of developing 'tacit knowledge and 
competencies'. This process encapsulates learning as it occurs by exploring issues experi- 
enced at home, more precise reflective learning (Boyd and Fates, 1983) which involves a 
cognitive review of a lived experience. This process of reflecting, furthermore uncovered 
nuances and differences in perspectives that had not been visible before, and which raised 
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self-awareness and thus served as an impetus for further learning (Sator, 1997; Marsick, 
1990). Once explicit and recognised, the skills and knowledge provide a platform for new 
learning and development and a spiral of learning becomes possible, linking tacit and ex- 
plicit dimensions and creating expanding horizons for learning (Evans, 2000), which then 
can be shared. This process illustrates the development of 'tacit forms of key competen- 
cies'. 
This way of unravelling the 'tacit' experiences is a means to bring to the fore and make ex- 
plicit the 'sociopoietic potentials' which are hidden in 'modern biographies' as suggested by 
Alheit (2001), and which then provide centres of change within social frameworks, so that 
possible 'key qualifications' for learning societies of the future can be utilized. It supports a 
transformation of the individual, a learning process which involves a process of becoming 
more aware (Freire, 1970; Mezirow, 1991; Boyd and Myers, 1988). This process of becoming 
more aware includes the awareness of (a) the forces shaping one's life (political, social, 
economical etc. ), and (b) one's ability to restructure one's attitude, actions, and possibly 
one's world. In addition, one's belief system about 'self' and society is being restructured 
(ibid. ). This translates the once 'tacit forms of key competencies' into 'key qualifications', 
which allows the individual to be able to consciously influence their own situation and the 
situation of others in a democratic society (Bron, 1996). This process refers to Nonaka and 
Takeuchi's (1995) learning cycle and model of tacit knowledge and its externalisation in 
actions (see ch. 3). 
9.5 Appreciation of 'tacit forms of key competencies' 
Most working class research participants rated their developed 'tacit forms of key compe- 
tencies' as not important or useful for their personal development nor as knowledge and 
skills. Stuart's argument was: "Just doing a bit of this and that in the household doesn't 
mean you can do that as a job". Here, the research participants were reflecting the gen- 
eral attitude in society where the work women perform is classified as 'non-skilled' because 
it is considered too natural and/or merely dexterous. This, then has no recognition in the 
form of wages and social value, as this work is not seen as acquiring skills (Jenson, 1992). 
Wood (1987, p. 11) has suggested that women's work does involve "complex competencies 
but which (are) not designated as skilled". Phillips and Taylor (1980) argue that the work of 
women is often deemed inferior simply because it is women who do it. They suggest that 
far from being an objective, economic fact, skill is often an ideological category imposed on 
certain types of work by virtue of the sex and power of the workers who perform it. Others 
argue that the failure to recognise women's skilled contributions to paid employment is 
closely tied to the utilization of skills in paid employment that are derived from those 
women typically learn through gender socialization. This suggests that definitions of skill 
are socially constructed, a view, on which this study is built - and that skills are character- 
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istic of the domestic sphere such as negotiating with people, managing feelings, and 'car- 
ing' (Webster, 1996). 
Such skills and competencies are often referred to as 'female skills' or 'soft skills'- but are 
crucial skills in good work routines and attitudes, as well as the ability to work well with 
others (Billet, 2001). They incorporate 'tacit knowledge' which has to be brought to the 
fore and made explicit through the process of interviewing, asking and probing. In-depth 
interviewing is a suitable method because the creative role of social processes is often un- 
derestimated when 'tacit skills' are made explicit and articulated. Once the research par- 
ticipants understood the aim of the interview and then had thought about the skills and 
tasks they performed each day, the majority of them were able to produce a long list of 
skills and competencies. Some of them said how content and glad they were to talk about 
their daily lives and the skills needed to complete their daily routines. 
Even more important for the research participants was that the fact that there was some- 
body listening to them, someone who was interested in them and their stories, and who 
tried to and seemed to understand what they were telling. The research participants felt 
that their personal (life) situation was being taken very seriously, and informed me that 
most of the time at home their daily routine and their daily difficulties were never dis- 
cussed. Instead, it was expected of them to listen to their partners' daily work routine and 
the difficulties and constraints in the workplace, once the partner came home from work. 
With the researcher listening to the stories the research participants were able to experi- 
ence respectful appreciation which precipitated in the participants new respect for the im- 
portance of their work as well as growing self confidence (Smith, 1995; Whitmore, 1994). 
9 .6 Awareness of Single 
People related to Personal Problems 
There was evidence that single people (e. g. Mikki, Carol) were more aware of their struggle 
in 'sorting out my life' and of overcoming difficulties and obstacles. People (while looking 
back) described this; they expressed a degree of pride in how they coped with dealing with 
debts, illness, illiteracy, divorce, isolation and pain. Critical incidents disturb individual life 
histories and can lead to unintentional, thus 'tacit' learning. They can influence and stimu- 
late learning according to this account (Schratz 1996). Crises, perhaps in combination, 
might lead to coping strategies but equally may lead to feelings of resignation (Schratz, 
1996). The research participants described this in both ways. In making the 'tacit' experi- 
ence tangible and explicit the research participants became aware of these coping strate- 
gies and of their developed 'tacit forms of key competencies'. They seemed to have be- 
come able to look at their situation with a different perspective and with the ability to 
overcome the feeling of resignation. Such development involves learning which embraces 
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conscious knowledge gained through certain life experience triggered by conscious reflec- 
tion (Gee, 1990), reflection in and on practice (Schön, 1983). 
Major problems experienced by adults during their lives in Britain are the following: unem- 
ployment, organisation of labour, distrust of politics, interpersonal problems, lack of time 
and stress (Dubelaar and Jarvis, 1995). All single participants remembered well the feeling 
of helplessness and depression while being unemployed. Studies of unemployed workers 
have found that the continually unemployed have more symptoms of depression than those 
who find work and that the effects are mediated by the financial strain of income loss. Most 
of the time the situation of being unemployed was accompanied by other personal difficul- 
ties, such as health or financial problems (e. g. debts). Some research participants (Russel, 
Mikki, Carol) talked about depression, which often follow events such as unemployment, 
and which involves loss and disappointment and could have threatening long-term conse- 
quences (Brown and Harris, 1978; Hirshfeld and Cross, 1982). Jahoda (1982) suggests that 
mental health effects are mediated by the loss both of earnings and of social-psychological 
functions of work such as status, time-structure, and participation in collective purposes. 
Furthermore, unemployment seems to be more stressful for the less educated who might 
have the most difficulty in finding other or new work (Turner, 1995). Studies have docu- 
mented amongst adults with a higher education lower levels of depression (Adler et al., 
1994). 
The strongest concept and theme which affected the group of single people was that of be- 
ing made redundant, or becoming and being unemployed. This situation hit people very 
hard, especially research participants stemming from working class because from one day to 
the next their personal situation and the way in which they could lead their life from then 
on had changed. Most of the research participants expressed the feeling that they could not 
understand the reason why they had been made redundant and sought the answer in their 
own 'failure'. For many, unemployment meant financial difficulties and the loss of a social 
life as they felt it closed a door to life. They could not afford to go out and meet their 
friends anymore and they felt embarrassed to meet friends who still had work. This was a 
situation which the research participants were clearly aware of. 
Because most of the mothers 'chose', or thought it to be natural, to leave work due to ex 
pecting a child or getting married, they seemed to be in control of the situation. In con- 
trast, the group of single people did not feel at all in control in a similar situation. This 
situation of being out of work was so overwhelming for some of them that they could nei- 
ther recall nor think about their developed skills and knowledges, nor of any 'tacit forms of 
key competencies' when asked to name some. They, furthermore, did not rate the devel- 
oped competencies and skills as useful for their personal and career development. "You 
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need proper qualifications", qualifications which are gained from colleges and schools, was 
the major opinion of single working class people. The analysis of the mini-biographies (see 
chapters 7 and 8) clearly points out that people's opinions on learning are that learning 
takes place in schools and colleges and not at home or in the workplace. Many people feel 
that once school is over, education is over and that 'real life' is something else (Lowe, 
1970). This shows that an individual's attitude to learning, their learning identity is based 
on their view of the value of learning, which stems from their educational experience, not 
simply of success or failure, but of an entire educational culture (Fevre et at., 1997). 
This finding highlights the necessity of establishing a broader understanding of what counts 
as learning, including informal and 'tacit' learning as it would contribute to, enhance and 
widen the awareness of and open up closed attitudes towards learning and qualifications. 
And, in time it would allow more people with low or no qualifications to benefit from and 
become aware of any learning experience as learning and then to recognise that learning is 
predominantly done by adults who are already qualified (Coffield, 1996). 
Most adults with low level or no qualifications are aware that vocational and other educa- 
tional opportunities exist (Hand et at., 1994) but this knowledge only becomes salient if a 
change in their lives leads them to see education and training as useful and affordable. Ad- 
ditionally, but only if the necessary courage and degree of confidence to enrol on a course 
and enter a college again exists. Some research participants said that a sudden change in 
their lives (e. g. divorce) forced them to earn money. This led to a need for training which 
then resulted in a cost-benefit analysis of training. Carla (34) and Caroll (44) reported that 
a leaflet through the door advertising the government's New Deal For Lone Parents' cam- 
paign made them overcome their fears and enrol on a return-to-work course. This is a 
common experience for individuals - Gambetta (1987) describes such events as structural 
constraints embodying key issues in educational decisions. These are taken into account in 
formulating the conclusions of this study in the final chapter. 
9.7 The Degree of Confidence 
Furthermore, the identified factor of being 'in paid work' or 'out of paid work' had an im- 
pact on the research participants' degree of confidence. People who worked expressed and 
demonstrated a higher level of confidence. People who were out of work expressed a low 
level of self-esteem and confidence. Their biggest concern was not feeling confident 
enough to apply for a job or register on a college course. Other studies report that after 
just six months of unemployment confidence in applying for a job is already at a low level 
and people state that they do not have the courage to return to work. It is within this con- 
text that the lack of good formal qualifications affected the levels of self-confidence of 
these research participants. It was evident from the account of the research participants' 
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'tacit' learning experiences that support and friendship had an impact upon their degree of 
confidence. Individuals who had support from their spouses, relatives or friends expressed a 
higher degree of confidence. This description points out the crucial role of good relation- 
ships and a supportive environment in the creation of confident inner states (Kohut, 1971). 
Almost all of the research participants were aware of the fact that they had 'achieved' 
something during the day, but they were also aware that this was not recognised by others. 
Although they 'knew' that "they had done a good job" and that "nobody else would have 
done the same good job" in managing the family household, they did not gain confidence 
and self-esteem from this situation. On the contrary, the women staying at home expressed 
feelings of low self-esteem and low confidence, a situation represented and captured in the 
model 'triangle of conflict and contradiction' in chapter 7. This model demonstrates the 
extent to which this contradiction has an influence on the individual's well being and self- 
esteem. 
9.8 The Nature of the developed 'Tacit Forms of Key Competencies' 
While identifying 'tacit forms of key competencies' the expression: "I have changed a lot" 
is used by the research participants to describe their personal development process in 
grasping the 'tacit' dimension. The dynamics of the process underline the proposed shift in 
emphasis from an understanding of (key) competencies as a static description of skills to a 
more developmental focus - in other words, the process by which individuals move from 
being a novice to an expert and the contextualised acquisition of life-, job- and role-related 
competences (Darmon et at., 1998). 
When asked to list the developed 'tacit forms of key competencies', the majority of re- 
search participants were not able to immediately to name more than two skills and compe- 
tencies that they had developed at home. After being aided in the process of reflection and 
thinking about skills and competencies, as outlined before, the following categories of key 
competencies were elicited. The research participants 'on course' stated seven main cate- 
gorses: 
1. Organisational skills 
2. Managing and budgeting 
3. Multi-tasking and patience 
4. Being able to put others' needs first 
5. Planning 
6. Cooking and time planning 
7. Responsibility 
The research participants 'returned to work' stated five main categories: 
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1. Budgeting 
2. Organisational skills 
3. Responsibility 
4. Time management; multitasking; flexibility; planning and 'smart' shopping 
5. Managing; cooking; childcare and life-skills 
These listed competencies relate to some components of the 'profile of the lifelong 
learner' as proposed by Candy, Crebert and O'Leary (1994) which include: 
-A sense of personal agency including self-organisation skills such as time management, 
goal setting etc. 
-A repertoire of learning skills including knowledge of one's own strengths and weak- 
nesses; a range of strategies for learning in whatever context one finds oneself. 
- An inquiring mind including a critical spirit; a sense of curiosity and question asking; 
comprehension monitoring and self-evaluation. 
The examination of the expressions and descriptions of the research has shown that the 
stated competencies embrace the competencies of a 'lifelong learner'. Four fundamental 
skills are proposed as important goals of adult education: communication, learning to learn, 
improving employability and giving meaning to life (Dubelaar and Jarvis, 1995); competen- 
cies almost all research participants developed 'tacitly'. These previously 'tacit' forms of 
key competencies entail new kinds of qualifications or skills (Falk, 1997), such as multi- 
skilling, customer oriented skills, initiative, creativity, responsibility, teamwork capabili- 
ties, worker flexibility, adaptability, and the ability and willingness to continuously to im- 
prove competence (CMEC; 1999). They furthermore include metacompetence or metacogni- 
tive skills, which describe the intellectual skills involved in competent learning and problem 
solving. They encompass the skills and competencies required by a knowledge intensive 
economy and an increasing number of service oriented jobs. Other competencies were seen 
as in analytic aptitudes and skills as well as in planning skills (e. g. shopping lists, planning 
meals and family holidays), the capacity to tolerate uncertainty and skills for handling con- 
flicts, co-operative capabilities, and the ability to make judgements (e. g. the prioritising of 
various tasks when working under pressure). These kinds of personal competencies are not 
only highly valued by employers, but also underline the power of learning from experience 
(Kolb, 1984; Boud et. al., 1985) - 'tacit knowledge' is experiential (as discussed in chapter 
3), gives particular points of certainty, and can serve as foundations for the whole of em- 
pirical knowledge (Blackburn, 1994). 
Within this discourse a new status for adult learners is established and confirmed with indi- 
viduats being seen as autonomous and enterprising learners. Individuals are motivated to 
learn through life and to take responsibility for their own development (CBI, 1994). This sits 
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comfortably within the discourse of 'informal learning', 'work-based learning' and 'learning 
organisations' (presented in chapter 3) in which individual learning is presented as a key 
strategy for managing rapid and unpredictable changes in a market economy (Dixon, 1994) 
and for dealing with changes in life. 
9.9 Conclusions 
This study confirms that the individual's learning takes place without intention or aware- 
ness, and the knowledge that results from this learning is labelled 'tacit knowledge'. It also 
confirms that 'tacit knowledge' acquisition and informal learning are congruent with the 
theoretical understanding of learning, which means the interaction of an individual with his 
or her socio-cultural environment provoking durable changes in the individual (Tennant, 
1997; Hilgard and Bower, 1966). The study's findings show that learning is intimately re- 
lated to the world and is affected by it (Jarvis, 1987). Both, the context of adult life and 
societal context shape what, when, where, and how adults learn (Andersen et at., 1996) 
often without them being aware. This analysis and discussion has made clear that the re- 
search participants, after being made sensitive to the particularities of the informal learn- 
ing context and being supported in telling their 'stories', in making judgements about the 
development process and in understanding themselves as agents in the 'tacit' learning 
process - did become aware. As a result, they 'acknowledged' their contexts and are able 
to make explicit what is implicit; in a pragmatic sense of turning something they can ini- 
tially only do into something they can say: codifying 'knowing how' into 'knowing that' 
(Brandom, 2000). These adult learning experiences are central to an epistemology of prac- 
tice (Beckett and Hager, 2002) and therefore to the exploration of 'tacit forms of key com- 
petencies' development. This fits with the concept of the construction and reconstruction 
of the 'Self' through the workplace and life-world practices where identities as 'competent' 
individuals are established (see Lum, 1999). 
The analysis of the development process of 'tacit forms of key competencies' shows the 
ability and potential of the individual to deal with unexpected situations and to think and 
act flexibly. These are qualities required in workers and are aspects of managing and 'run- 
ning' a family household. In consequence, this study argues that it is time to recognise that 
the complex challenges created by an increasingly interdependent world are more effec- 
tively met by people or adult learners who can utilise their developed 'tacit forms of key 
competencies' - while acting within their many worlds of personal learning, such as families 
and communities. Still, Western education and training policy makers have ignored these 
rich sources of knowledge (Lam, 1998). I suggest, that rather than writing off these 'know- 
ings' as 'tacit' knowledge while proposing the concept of 'lifelong learning', we must make 
them visible and tangible. An analysis of different ways of 'tacit' and informal learning not 
only transforms our understanding of learning and knowledge development, but also shows 
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the assets individuals possess; and which are integral in their biography and which they 
should learn to cherish. 
The research process has fostered my search for understanding and meaning in terms of 
'what it was like' for the research participants in this context. And, while attempting to 
grasp the experience of 'hidden', 'unrecognised' learning and 'unrealised' knowledge de- 
velopment, the 'tacit dimension' became explicit. On the other hand, through dialogue and 
reflection, the research participants became aware of their achievements and recognised 
their 'tacit' learning experience. They acknowledged the developed 'tacit forms of key 
competencies' as the 'tacit dimension' unravelled itself and became explicit. Becoming 
aware requires a focus on knowledge: locating knowledge, decoding knowledge, reflecting 
on knowledge, using knowledge and creating new knowledge. This process of seeking, 
moulding and transmitting knowledge for a purpose is learning (Falk, 1997) with the effect 
that knowledge then becomes power and thus profitable. 
This study showed, that lists of competencies and generic skills make no sense unless they 
show they are grounded in socially reflective practice and (public) articulations (DeVries 
and Triplett, 2000). A proposed implication of this study is to make this knowledge explicit 
to individuals because it leads to raised self-awareness, greater confidence and empower- 
ment. This will be discussed and conceptualized in the next chapter. 
This chapter has offered a discussion of the key findings based on the data of the study. It 
has studied the factors that have influenced the research participants' perceptions and 
opinions about their process of developing 'tacit forms of key competencies'. The implica- 
tions of the findings are explored in the next chapter. 
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CHAPTER 10: CONCLUSIONS AND IMPLICATIONS 
10.0 Introduction 
This chapter concludes the research by providing a final discussion and summary of the main 
findings and insights gained from the exploration of the experience of developing 'tacit 
forms of key competencies'. It points to which extent the research questions have been 
answered, provides recommendations and considers possible avenues for future research. 
The chapter ends with personal reflective comments about the research process. 
The experience of developing 'tacit forms of key competencies' is a significant one for those 
interested in 'tacit', implicit or informal learning and 'tacit knowledge' development. The 
realisation that many adult learners do not recognise and value their achievements and 
acquired 'tacit knowedge' while being the main family carer, brought me to research the 
degree of awareness, confidence and emotions linked with this experience. 
Since the start of the study in 1999, more and more research has been done and work 
published on 'tacit knowledge', which is seen as increasingly valuable in the world of work 
and is linked to the theory of human capital (Boud and Garrick, 1999). In this context, the 
literature review has shown a bias towards the role of 'tacit knowledge' when almost 
exclusively the importance of 'tacit knowledge' has been discussed in the context of expert 
knowledge and human resource development. Even policy discourses are dominated by the 
rhetoric of human capital (Kulvisaechana, 2006; Schuller, 2001; McIntyre and Solomon, 2000) 
disregarding the unique identity of the individual; failing to acknowledge the relationship 
between learning and identity (Colley et at., 2003). 
While 'informal learning' has been explored for some time now in a number of social 
contexts (Smaller, 2005), unfortunately there has very little research been undertaken in 
relation to unpaid house- and caring work. Despite the fact, that individuals are now 
devoting as much time to informal learning related to housework as to paid employment 
(WALL study, 2004), (the average estimated time devoted to informal learning has been 
found to significantly exceed the time devoted to formal educational activities (Livingstone, 
2004), considerations of 'tacit', incidental or unintended learning have been neglected 
(Livingstone, 2005). 
Informal work, unpaid housework, child and elder care is a very substantial proportion of the 
work that most of us do and it deserves to be recognised, on the one hand, on its own merits 
with the competence and skills it demands (see Livingstone, 2005) and, on the other hand, 
for giving rise to 'tacit knowledge' development. While debates over skill requirements of 
paid work persist, neither the skill complexity of housework and care work (Eichler, 2005), 
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nor the creation of 'tacit knowledge' and 'tacit forms of key competencies' while 
performing this informal work, has been hinted at by most prior research. Although this 
work is not only more complex than normally thought - it often involves challenging learning 
activities which have much broader relevance, as analysed in this study, just than to 
housework alone (Livingstone, 2005). 
In continuously disregarding and ignoring the 'human side' of the development of 'tacit 
knowledge' - the experiences and biographies of individuals - firms, organisations and 
society are still missing out on the special talents and competencies that - especially - 
women have demonstrated they can bring (Morrison, 1992, Astin and Leland, 1991, 
Helgesen, 1990, Shakeshaft, 1989). 
This study shows that managing a family household or caring for relatives comprises 
significant sites and sets of practice for the acquisition and development of 'tacit forms of 
key competencies'. Additionally, there is also reasonable case to suggest that most of these 
'tacit forms of key competencies' enhance employability and are highly relevant to the 
world of work. 
10.1 Main Conclusions 
The purpose of this study has been to understand participants' experiences of the 
development process of 'tacit forms of key competencies' in informal learning 
environments. The study also sought to understand the nature of 'tacit forms of key 
competencies' as they manifest themselves in the practice of informal, unpaid and caring 
work in periods of life which are characterized by unemployment and/or family phases of 
adults. The objective of the interpretive and biographical approach was to look at the less 
tangible issue of being aware of one's own developed 'tacit forms of key competencies' and 
the amount of confidence and self-assurance drawn from it. To do this, the initial research 
question, which guided the data collection, had to be broken down into several component 
questions. These were: 
0 What is meant by 'tacit knowledge' and 'tacit forms of key competencies'? 
0 How do individuals acquire 'tacit forms of key competencies'? 
" What does it mean for the individual to develop 'tacit forms of key competencies' 
while running the family household and raising children? 
" To what extent are people, especially mothers, aware of their developed 'tacit 
forms of key competencies? How do they 'see', 'rate' and 'value' their capabilities? 
. Which role does social status play in terms of people's awareness? 
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In the following account the answers to these key research questions are reviewed in terms 
of the outlined theoretical concepts in the literature review and the developed conceptual 
framework of the study. 
10.1.1 Developing 'Tacit Forms of Key Competencies' 
There appears to be great variation in the literature on 'tacit knowledge' and 
'competenc(i)es' regarding definitional and theoretical issues (Colley et at., 2002; 
McGivney, 1999). The literature review has provided insights in the debates about 
definitions and concepts, from which the context-based definition of 'tacit forms of key 
competencies' was developed. This definition is rooted in Polanyi's (1966/7) concept of 
'tacit knowledge', Mertens (1974) "Schlüsselqualifikationen" (key competencies) and 
Ellström's (1997) 'developmental knowledge'. 
Based on the analysis of the two target groups' perceptions, experiences and social 
contexts, there is little doubt that people develop a wide range of 'tacit forms of key 
competencies'. Recalled 'tacit' housework learning activities included housekeeping, 
financial budgeting, planning, organising family schedules and events, dealing with crises, 
providing emotional support, shopping for goods and services, cooking, cleaning, and child 
and elder care. The five most mentioned categories of 'tacit forms of key competencies' 
which were generated through the responses and could be extracted, were: 
Group 'on course' Group 'returned to work' 
1. Organisational skills 1. Budgeting 
2. Managing and budgeting 2. Organisational skills 
3. Multi-tasking and patience 3. Responsibility 
4. Being able to put others' needs 4. Time management; multitasking; flexibility; 
first planning, and 'smart' shopping 
5. Planning 5. Managing; cooking; childcare and life-skills 
These multi-dimensional competencies, captured in a developed 'starfish model' (see ch. 
3,5,7 and 8), are aspects of the whole person, and comprise: 
" Content-related and practical competencies, 
" Competences related to attitudes and values, 
" Learning competencies, 
" Methodological competencies, and 
" Social competencies. 
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In view of the declining demand for unskilled and semi-skilled labour, these competencies 
could and should be utilized to satisfy the skill- and labour market demand for people with 
good generic skills, who are flexible and adaptable to meet new circumstances (IER, 2006). 
With a reduced need for manual work, the employment market requires intellectually, 
trained workers who possess both specialised skills and the 'flexibility' to perform in a way 
as required by their jobs. 
Servicing this shift are empowered, self-directed learners such as the research participants, 
who developed a sense for negotiating, selling, advertising, and multi-tasking, and who 
experienced a 'change in personality' in terms of becoming more reliable and being able to 
bear greater responsibility. Such changes in assumptions, perspectives, behaviour and the 
'self' are reported by Pohland and Bova (2000) and illustrate the fact that individuals who 
manage a household and a family's life develop a tremendous amount of 'tacit forms of 
competencies' and 'tacit knowledge'. 
Under this conceptualization, this study concludes that 'tacit forms of key competencies' 
are a part of an individual's intangible resources (Corso, 2005) and are derived from 
individual experiences (Matusik and Hill, 1998), which represent a combination of the 
experience of the development process (Connell, et at., 2003), the biographical learning 
episode (Alheit and Dausien, 2002), the influence of the immediate personal and social 
context (Wenger, 2004; Engeström and Middleton, 1996), and the degree of awareness 
people have about the process and their developed competencies and knowledge (Stein, 
2003; Adams et at., 1995). In essence, the 'tacit' learning and knowledge development in 
this study is concerned with social biographies and identities rather than human capital (Ball 
et at., 2000). Learning, furthermore, refers to self-realisation and meaning-making; but also 
to struggle, disappointment and hopes for the future, including mental and emotional work, 
as recalled by the research participants in this study. 
10.2 Conclusion1: Competent - but Unaware: The Influence of Being (Un)aware 
of one's own developed 'Tacit Knowledge' 
The findings of this study on 'tacit forms of key competencies' support the working 
hypothesis that people, especially mothers, develop a wide range of competencies in a 
'tacit' way, unknown to them, on an ongoing basis and with varying emphases and 
tendencies. This study illustrates that in general people perform housework without being 
conscious and aware of the fact that they are performing this work (Eichler and Matthews, 
2004). Neither are they aware of the full range of activities they engage in at home, nor of 
their acquired 'tacit knowledge' and 'tacit skills'. Furthermore they do not rate this learning 
experience as very useful, especially at the time of being the main 'family carer'. 
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Compared to the group of individuals who had returned to work, a greater degree of 
unawareness was demonstrated by the group of women who were still at home and enrolled 
on a return-to-work course. Whilst being unaware of their achievements, these women 
experienced the situation of conflict and contradiction, because they 'defined' themselves 
and built an identity through being a 'good' mother, accomplished a lot, but felt low in self- 
worth and confidence. Their situation was analysed with the aid of a developed model, the 
'triangle of conflict and contradiction' (see ch. 8), which allows discussion and analysis of 
the inter-relationship of skills development, degree of confidence and awareness of 
individuals. 
Three aspects emerged as the cause of this conflict: 1) Despite the fact that these women 
achieved "a great deal" over the day, and 2) were aware of managing and mastering jobs in 
the home, 3) they did not rate the developed competencies as very important and useful. 
This conflict reflects the still existing underappreciation of housework (Eichler, 2005; 
Waring, 1988), and the non-recognition and non-remuneration of unpaid informal work. It is 
presumed to be mundane work that everyone can do without learning (Eichler, 2005). In 
consequence, these women did not recognise their developed 'tacit forms of key 
competencies', experienced a low self-esteem, a low self-worth and were lacking in 
confidence. 
Several factors, (as outlined in chapters 6,7 and 8) interact to shape the nature of women's 
and men's perceptions of their informal work and development process of 'tacit forms of 
key competencies', the skills they deploy, and their potential for progression and improved 
employability. The nature and importance of these factors vary considerably, both across 
social class and educational background as previously outlined. There is no doubt that social 
environment plays a key role in what and how an individual learns (Belanger et at., 2006), 
but an individual's success in learning is affected by the individual's degree of awareness 
about the learning process. And while the social environment (in most cases) cannot be 
changed, the degree of awareness can be enhanced. If it is enhanced, as reasoned in this 
study, it creates confidence and a recognition of self-worth, both essential requirements of 
employers (Shepherd and Saxby-Smith, 2001; Bash and Coulby, 1989), and helps to ensure an 
individual's economic security, initiative or entrepreneurship (Gratton and Groshal, 2003). 
Such 'emotional capital' (Gratton and Groshal, 2003) can be a driver for overcoming worries 
about redundancy and feelings of "not being equipped enough" for the world of work. 
This study argues that when the 'tacit' learning process is made explicit it helps the 
individual to recognise and value his or her achievements and consequently to gain a sense 
of personal identity, of being a member of society with a commitment to 'lifelong learning' 
(Gray, 2004). When explicit and recognised, skills and knowledge provide a platform for new 
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learning and development and a spiral of learning becomes possible, linking 'tacit' and 
explicit dimensions which create expanding horizons for learning (Evans, 2000) that can be 
shared. 
This illustrates the study's emphasis on reflecting upon and making tangible the 'tacit' 
process of developing 'tacit forms of key competencies'. Such abilities to (critically) reflect 
upon life experiences, to integrate newly acquired knowledge and to act upon resulting 
insights are salient and distinguishing characteristics of adult learners (Stein, 2003) that can 
be (and in this study are) employed in the process of making 'tacit knowledge' tangible. 
10.3 Affective Aspects of 'Tacit' Learning made explicit 
The process of recalling and 'mind mapping' the 'tacit' learning experience was 
accompanied by one strong concept that continuously emerged throughout the interviews. It 
occurred that learning was not only about skills and knowledge but also about gaining self- 
confidence, as outlined above. The accomplishment of 'unrecognised' household tasks and 
chores encountered by the research participants led to an internalisation of low self-esteem 
(James, 2003), which made them feel lacking in confidence about their own abilities thus 
the idea of returning to work seemed very daunting (Priority Group, 2006). The participants' 
expressed feelings of 'being merely a housewife', 'not doing a proper job' and 'not 
contributing to the family income' indicated this situation. Very often, women live and work 
under the assumption that they are incompetent learners; incapable of learning how to 
operate computers or learning a trade (Lior et at., 2001), especially after taking a career 
break. 
The process of in-depth interviewing gave rise to the research participants' self-awareness 
which enhanced identification of the developed 'tacit forms of key competencies' and 
provoked feelings of self-worth, of 'being' or identity. In the sense that when 'tacit' 
learning is made explicit it "entails both a process and a place. It entails a process of 
transforming knowledge as well as a context in which to define an identity" (Wenger, 1998, 
p. 215). 
Telling their stories not only helped the research participants to develop an identity as a 
competent adult learner, but also served to rebuild an amount of confidence (Gray, 2004). 
When the interviews had finished, many participants saw themselves and their achievements 
in a different light; they were motivated to think about further learning because they felt 
enabled to take control of their own lives instead of feeling that they were 'reacting' to 
situations all the time. This process of overcoming "their powerlessness to determine their 
own lives... (and the) ... inability to 
dispose of their own labour power" (Bennholdt- 
Thomsen, 1987, p. 28) represents the learning process, in which learning becomes 
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meaningful because individuals were made aware of their experiences and settings. This, 
furthermore, makes people 'feel good' and creates personal empowerment (Niemie, 2003). 
In making their 'tacit' knowledge visible (Griffiths, 2004), people recognise their 
achievements, skills and competencies and are encouraged to deploy and develop them 
further (Kersh and Evans, 2006). The first step to effective learning is learning to be self- 
confident. Individuals need self-confidence, based on self-esteem, courage and resilience, 
to convert their knowledge into effective action (Gratton and Groshal, 2003). Pedagogy can 
assist in this kind of breakthrough - helping learners to identify and value their skills and 
experience; and as such to re-conceive their own understanding of self as a contributor to 
learning and knowledge development. Today, learning and the acquisition of skills are the 
most important tools for achieving individual or organisational goals, and people should 
learn to seize opportunities for their personal well-being and empowerment (Niemie, 2003), 
for success in the context of paid workplaces (Matthews and Candy, 1999) and for 
improvement in society. 
10.4 Conclusion 2: The Need for an expanded, inclusive and 'holistic' approach 
to ('Tacit') Learning 
This study claims, while building on Polanyi's (1966) definition of 'tacit knowledge', to 
have expanded the concept and understanding of 'tacit knowledge' in a way that goes 
beyond Polanyi's definition. The expanded concept encompasses an enhanced understanding 
which includes a focus on the individual and his or her biography and immediate personal 
and social context. This understanding and developed frame of reference links with the 
concept of 'situated cognition' which suggests that learning is inherently social (Engeström, 
Miettinen and Punamaki, 1999), rooted in the learners' participation in 'communities of 
practice' (Lave and Wenger, 1991), and is based on the interpretation of life experiences 
(Miller, 2000). 
The 'mini-biographies' show that the research participants as adult learners learn in 
authentic situations with authentic activities. They symbolise current life realities of a 
learning society as they impact upon an individual's sense of self-efficacy and place (Jarvis 
et at., 2003; Wain, 2004). Our society experiences transformations regarding the nature and 
role of knowledge, alternative ways of accessing knowledge and expertise, and the 
ephemeral and shifting expectations for knowledge competence in the workplace, in the 
home, and in society as suggested by Rifkin (1995). As such, the participants as adult 
learners symbolise the hopes and dilemmas of a learning society (Sissel, Hansman and 
Kasworm, 2001). They reach out to authentic, passionate learning and creative and 
empowering learning environments; yet they experience societal power structures and 
policies related to selective forms of knowledge and learning validation (Symes, 2000), of 
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highly idiosyncratic systems of knowledge learning, which tend to exclude the diversity of 
experiences of adult learners (Jarvis, 2000). Most research participants were mirroring this 
public opinion, because they believed that there was only one set of worthwhile knowledge, 
"you need proper skills, like IT skills", which was viable within all contextual settings; 
disregarding the specificity of the situation and contexts. Many also placed judgements of 
value and relevance upon their 'tacit' knowledge and rated it as not important and not 
useful. Only academic knowledge certified by qualifications was rated valid and important - 
thus, for most research participants their 'tacit' learning experience meant to disregarde 
and not acknowledge personally relevant and meaningful knowledge (Lave and Wenger, 
1991). 
If anything, the discussed current societal transformations should teach us that closed 
systems of thought do not work (Engeström, 1995). Instead an expanded understanding of 
knowledge and knowledge development which contests the division between declarative and 
procedural knowledge and formal and informal learning and work is needed. A broadened 
understanding is needed which locates the learning process within a person-centred 
approach, which is inclusive and recognises 'tacit' and prior knowledge, life experiences and 
emotional and mental work. An approach which fosters the process of self-reflection (see 
Schön, 1983), thus encourages the development of skills about 'learning how to learn' 
(Gagne, 1975; Knowles, 1980), and of an individual and professional self. 
This means making a shift from a traditional educational approach towards the educational 
process of "life-world becoming" (Barnett, 1994, p. 179); where learners firstly, become 
themselves through experience and the fulfilment of demands in the life-world - seeing the 
world as offering a seamless web of informal learning activities (Livingstone, 2004); and, 
secondly, through explication or conscious internalisation of learning (Manwaring and Wood, 
1985). 
Consequently, individuals take up alternative perspectives and consider a range of values 
and issues and other human concerns such as sensitivity and understanding. Such a 
combination of 'action' and 'thought' (see Barnett, 1994) in the development of 'tacit 
knowledge' represents a way of 'being' and acting in the world - while reflecting on the 
embedded and taken-for granted nature of the 'tacit' learning experience as 
demonstrated 
by the research participants. 
The research participants' stories showed that the creation of knowledge is not simply a 
compilation of facts but a uniquely human process which combines tacit and explicit aspects 
and includes feelings, emotions and beliefs of which one may or may not 
be conscious. This 
study then concludes that "the relationship between different modes of 
learning, the types 
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of outcome arising from each mode, and the influence of context and conditions upon each 
mode of learning" (Young and Guile, 1997, p. 14) can be found in the research participants' 
experiences of developing 'tacit forms of key competencies'. The relationship results in the 
development of knowledge, skills and understanding where the distinction between 'know- 
how' and 'know-that' crumbles upon examination. Such constant interaction with our 
theories and practice (Livingstone, 2003), involves the interaction between two modes of 
knowing, and is vital for the creation of 'new' knowledge and competencies, but 
necessitates to be made explicit. 
The developed starfish model represents a starting point for an expanded, inclusive and 
'holistic' model for learning, which combines 'knowing-how' and 'knowing-that'. It 
represents a developmental heuristic device for analysing 'tacit knowledge', including the 
variety of 'tacit forms of key competencies' developed and acquired in informal work and 
life situations. It acknowledges a wide range of life and work experiences and underlines 
this study's emphasis on 'learner identities' (Ball et at., 2000), 'learner biographies' (Alheit, 
1992), and on experiences of 'interrupted (occupational) biographies' (Evans and Kersh, 
2004). 
10.5 Implications of Research Findings 
10.5.1 a) For Adult Education, CVT and VET 
Discussions concerning the necessity of lifelong learning have resulted in a vertically and 
horizontally broadened approach to learning and competence development. Consequently, 
during the last decade or so, an increasing number of studies have emerged that focus on 
informal or 'tacit' aspects in work-based learning (Engeström and Middleton, 1996; Chaiklin 
and Lave, 1993; Coy, 1989), such as sustaining learning outcomes in adult learning and work 
re-entry (Evans et at., 2004). Further, contextual (Järvinen and Poikela, 2001), situational 
and collective aspects (Billett, 2001; Billett and Boud, 2001; Ellström, 1997) have been 
emphasised, as well as approaches that underline the need to develop coherent and 
comprehensive systems encompassing various forms and arenas of learning. In empirical 
studies, however, the latter tends to be addressed less often (Livingstone, 2001). 
The trends identified in this study have implications for the status, role and the content of 
adult and continuing education. Adult learners with their uniqueness of identity, albeit their 
unrecognised informally acquired skills, are often ignored by higher education practitioners, 
adult education researchers and research communities (Freeman, 2003). So far, key 
literature in CVT and VET on 'tacit knowledge' looks to work process knowledge and human 
resource development to discuss the expectations for knowledge competence in the 
workplace for economic development (Livingstone, 2005). It appears that CVT and VET do 
not perceive adult learners as sufficiently equipped. The uniqueness of identity and 
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contributions these learners bring to the learning process are often ignored (Burns, 2001). 
Researchers in both higher education and adult education have avoided critical analysis of 
the extremely varied and complex natures of adult learners (Sissel, Hansman and Kasworm, 
2001). It seems as if adult education is still concerned with keeping to traditional forms and 
structures and system of credentialism. Whilst adults' (self-directed) informal learning and 
self-taught education/training have been relatively little explored to date (Livingstone, 
2005). 
This study now suggests that fuller attention in comprehending the nature of adults' 'tacit' 
learning is warranted, because, in view of the transformations in our society regarding the 
nature and role of knowledge, alternative ways of acquiring and developing knowledge, 
skills and expertise, such as in the home, community and the society, must be 
acknowledged. In addition to making the 'tacit dimension' explicit, other significant factors 
underlying aspects of competence (development), such as biographical experience, major 
life changes, social role, emotions, feelings, degree of awareness, self-image - and not only 
skills and explicit knowledge - need to be included. 
Adult education and training is moving to the centre stage of the educational system and 
even the societal system, as economies are to an increasing extent dependent upon the 
knowledge and skills of its adult population. In order to match the growing need to update 
and restore levels of knowledge and skills during a lifetime (Wiering and Attwell, 1999), an 
important task for adult education and training would be to show adult learners that the 
enhancement of relevant knowledge and skills throughout an individual's lifetime is 
important and possible. In doing so, adult education will contribute in making adults 
understand that they can learn and benefit from 'staying at home' by helping to create or 
build up 'strong' identities instead of "feeling veggie" or "not useful anymore". Adult 
education also needs to make people understand that in 'being the main family carer' 
people have a chance to maximise their potential and it is not "a gap in the C. V. ". People 
need to be sensitized to recognise the usefulness of their own informal learning, the house-, 
child- and eldercare work they do; and be enabled to value the re-negotiation of these skills 
and of the effectiveness of 'juggling' of unpaid labour tasks (Livingstone, 2005). 
The power of learning from experience accentuates the limitations of the formal vocational 
training system, at least in its traditional forms (Ecclestone, 2003), in respect of building 
central 'tacit' knowledge and competencies. NVQ courses whereby participants (mostly 
women) gain more 'inclusive, discriminatory and integrative understanding(s)' (Mezirow, 
1991) and which provide the necessary framework with which to make sense of experience 
are almost non-existent. 
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Thus, some of the research findings have implications for the teaching of (critical) 
awareness and are, therefore, changing the boundaries of VET and CVT. The opportunity to 
develop socially valid knowledge, which means to develop an understanding of the 
relationships between different aspects of one's own experiences (and those of others), is 
usually not available within the VET system and certainly not in competence-based courses 
(Colley et at., 2003; Tennant, 2000). So far, VET and CVT do not provide or encourage the 
acquisition of this socially valid knowledge enough, nor that of critical awareness, 
confidence and self-assurance. Still, it could be gained by and with the initiative of teachers 
and trainers (Shepherd and Saxby-Smith, 2001). 
A second task would be to link the knowledge requirements of adult learners to the 
knowledge pool that adult learners bring with them to a job or 'course'. While the demand 
of social and technological changes puts institutions under pressure to deliver skills and 
knowledge relevant to existing conditions - the skill need of economies at present and in 
future (Merrill, 2004) - at the same time people develop a whole range of 'tacit forms of key 
competencies', and possess tacitly relevant skills and knowledge which need to be brought 
to the 'fore'. Here a degree of co-ordination is required so that developed skills and 
competencies can be identified and maybe enhanced in a way to prepare individuals to 
value and 'sell' their skills and knowledge. This would mean for individuals to enhance their 
employability and to sell their 'intellectual capital' (Gratton and Goshal, 2003). Intellectual 
material, such as 'tacit knowledge', expertise, experience and intellectual property should 
be put to use to create wealth (see Steward, 1997); through the explication of experiences 
which needs to be facilitated by teachers and trainers. 
A third task for adult pedagogy would be to foster the confidence of working class and/or 
long-term unemployed individuals because findings of this study confirm that lower status, 
occupational positions and social class decreases an individual's perception of personal 
achievements, 'tacit knowledge' and self-worth. Especially for women who lack or have 
relatively low formal qualifications and who still do most of their informal work without 
recognition (Livingstone, 2005). 
10.5.2 b) For the Future of the Learning, Society 
A learning society should, on the one hand serve the advanced and specialised learning 
needs of adults and, on the other hand, acknowledge all conditions of life and therefore 
recognise all levels of knowledge. But, the research participants as adult learners in this 
study (who symbolise an important part of the learning society) show that while their 
individual vitality is nourished and sustained by lifelong learning (Livingstone, 2005) and 
recurrent education (Kasworm, 1997) - it is so far not acknowledged. Current work 
concerning lifelong learning has at its centre a concern with upskilling, re-skilling and labour 
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market needs (Nickell and Quintini, 2002) and prescribed curricula for VET courses 
emphasise the acquisition of job-specific and behavioural skills (Colley et at., 2003). 
Moreover, there is still a tendency for researchers and policy to overemphasise formal 
learning and to overlook the crucial impact of informal learning (Ecclestone, 2003) as well as 
social, cultural and emotional domains of learning (Colley et at., 2003). The issues of 
identity and Bildung are not considered at all (ibid. ). 
In the light of the findings of this study, the concept of lifelong learning needs to be truly 
extended beyond solely the acquisition by individuals of formal qualifications, because 
learning here ties in with a set of other circumstances or learning situations; within families, 
communities, and informal economic sectors, consisting of vertical and horizontal 
dimensions (Niemie, 2003). This study highlights the need for a learning society in which all 
citizens have enhanced opportunities to combine learning with their everyday lives (see 
Paolo Freire, Clodomir Santos de Morais). 
In the last thirty years many proposed the concept of the learning society and lifelong 
learning as metaphors for all individuals, for all forms of knowledge and knowing, and for all 
levels of access and participation. However, it is the rare speaker who suggests the inclusion 
of all possibilities of development and acquisition of knowledge and key competencies as 
well as the development of skills from informal learning situations. Good examples are 
researchers such as Livingstone (2005), Hager (2000), Coffield (2000) on informal learning 
and Edwards and Usher (2000), Eraut (2000) on implicit learning and 'tacit knowledge' (see 
chapter 3, part 1). 
Such perspectives and concepts are needed much more in a future-oriented learning society. 
We require a learning society that fosters changes in prejudicial attitudes and institutional 
boundaries of exclusion and as such creates systems and policies to support adult learners 
(House and Howe, 1990). Because "modern society is so complex and faces so many 
challenges on so many fronts that no form of learning should be excluded. Space should be 
made available to all voices, to all perspectives, to all discourses, which carry a mission to 
learn. Any attempt to close our definitions of learning, our processes of learning, the ways 
in which we organize for learning should be resisted. We need co-operative learning, 
learning for life-enhancing ends, private learning and learning oriented towards theoretical 
frames as much as we need pragmatic skills, problem-solving, and powers of application. In 
its own interest, the learning society cannot afford to eschew any form of learning. The 
release of human potentialities requires nothing less" (Barnett, 1994, p. 72). In consequence, 
adult learners in a learning society should be supported to utilise education and learning 
while acting within their many worlds of personal learning - families, communities, work 
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environments and global citizenships - and should be enabled to consciously influence their 
own situation and the situation of others in a democratic society (Bron, 1996). 
Another attribute of today's learning society is that still the majority of women, as in this 
study, is responsible for meeting the basic needs of the family on a daily basis and that 
working mothers have the burden of combining several responsibilities, working a 'double 
shift' (Hochschild, 1989), even 'triple shift' (Hughes et al., 1997). Thus, women's life and 
working experience is conditioned by their experience in families, where they often do most 
of the child and elder care and family and household maintenance (Rose and Hartmann, 
2004). As such, their knowledge is based on this specific personal experience and cultural 
inheritance (Stenmark, 2001). In consequence, the perception of what it is to be a mother or 
father is largely immersed in socio-cultural experiences, which in the end shape 'tacit' skills 
and competence and the degree of (un)awareness about them. 
Also, much of the work done by women at home is still not recorded or recognised while the 
boundaries between work and home blurr (Hardill, Green and Dudleston, 1997). Unpaid 
activities and chores are in general not captured by conventional measure of economic 
activity, such as the National Statistics. To date, there has been no national survey carried 
out to determine the distribution of paid and unpaid work in formal and informal sectors by 
gender (Waring, 1998; Eichler, 2005). The Household Satellite Account (HHSA) (2002) is a 
first attempt to measure and value the unpaid outputs produced by households in the UK. 
But, unpaid productive contributions of women are not included in the national statistics 
and are therefore 'invisible'. This invisible work and learning is not counted towards the 
country's economic efficiency. 
Social policies, academic and public debates and discourses contribute to the social 
construction of the work of caring and homemaking as non-work. In consequence, it is still 
the case that women classified as 'housewives', homemakers or mothers are considered 
economically inactive. This inactivity is seen by the government as voluntary. Such a system 
surely fails to use human talent productively and the question that Rose and Hartmann 
(2004) pose: 'How much total output is lost to society because the skills of women are not 
further developed and put to work in the most productive way? ' is legitimate. 
As this study aims to enhance the value of unpaid work and informal learning, it suggests 
that policy programs of a future-oriented learning society should consider women's unpaid 
work and people's informal learning. National and local policy makers should begin and 
continue to focus on promoting informal work and learning and on diminishing gender-based 
economic inequities. 
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In addition, this study points out an existing (social) divide in the learning society, which 
needs to be erased. The extent of correspondence between awareness or recognition of 
'tacit' knowledge development and unpaid work/ informal learning differs by social 
position. This class division is reflected in the experience of developing 'tacit forms of key 
competencies'. A clear example is the assessment of the women's perceptions of their 
experience in the 'tacit knowledge' development while being the main family carer. This 
study suggests that it is mainly middle class individuals who have already gained a sense of 
achievement in everything they do - are able to build their personality and contribute to 
their knowledge pool and education, and who rely on their 'tacit kowledge'. Whereas 
working class individuals with a low educational background show no recognition of their 
developed 'tacit forms of key competencies' and need to be made aware. 
10.6 Recommendations 
As a result of this study, I propose a model of learning and education based on the 
integration of human beings, their contexts, experiences and biographies; including the 
'tacit' dimension of the learning process. Central to this model are the concepts of 
'communities of practice', 'social learning' also 'whole-person learning'. Here individuals 
engage their cognitive, affective, somatic and intuitive self in the learning process ('whole- 
person learning'), including their 'tacit knowledge', experiences and memories of the past 
and hopes for the future. Whilst attempting to make meaning for themselves in the present 
(Wilson, 1993). 
In consequence, the learning infrastructure will require further attention to help ensure a 
learning model sensitive to 'tacit' and informal adult learning, to development across the 
life-span, to social, cultural and emotional aspects and in respect of gender. A further 
recognition of informal and prior learning and accreditation of learning outside formal 
institutions would provide an opportunity for giving space and reward for an individual's 
diverse knowledges, experiences and skills. We need a model, which represents a more 
broadly based, negotiated and person-centred approach, with the aim of promoting 
individual personal development, because "the idea of lifelong learning draws attention not 
to education or training ... but to 
learning, which is undertaken by individuals" (Field, 1998, 
p. 1). This then would help to overcome prescribed curricula and training-based development 
policies towards new policies fostering learning in different ways (acknowledging 'tacit' 
knowledge and competencies development, informal learning in unpaid work situations, 
supporting learning in communities of practice, etc. ) (Lieberman, 2000). 
But, not only the vocational education and training system needs to develop new values 
around different knowledges, experiences and identities of individuals. Also industry 
competency standards and the certification of learning outcomes need to open up for a 
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discussion of the contested status of knowing and knowledge. Additionally learning needs to 
be valued for its own sake and not for enhanced productivity. 
This section of the study concludes with suggestions for the reconceptualization of learning 
and work to include implicit, incidental and informal learning incorporating 'tacit 
knowledge'; as well as forms of unpaid work, such as family or community work. This would 
open up the boundaries between units of work and units of learning. Secondly, informal, 
unpaid work, and housework in particular should be appreciated as an essential source for 
'tacit knowledge' and for lifelong learning -a first step should be to create awareness for 
and to acknowledge people's unrecognised and undervalued 'tacit' and informal knowledge. 
10.7 Directions for Further Research 
Adults meet learning goals without the use of formal institutions or methods (Candy, 1991). 
They build up 'tacit' and informal knowledge, which is highly relevant for personal 
development, and when made explicit, relevant for new ways of understanding, interpreting 
and organising knowledge. Still, there "has been very little grounded research on less formal 
aspects of learning... (regarding) ... most aspects of unpaid work, to say nothing of the 
imbalances between our different forms and levels of knowledge and our capacities to use 
them in our paid and unpaid work" (Livingstone, 2005, p. 12). 
Future research should address the nature of knowledge constructs and structures for adults 
who live in many life worlds and who make meaning across many different knowledge worlds 
(Kasworm, 1997). Adults experience and operate in many forms of knowledge: knowledge of 
life, knowledge of work, knowledge of relationships. The future of research will impact and 
possibly change the role, function and belief system of (vocational) education and training 
and the recognition and permeability of prior and implicit learning outside of higher 
education (Davies, 1995). As a means to achieve this, future research and policy studies 
need to target adult-oriented and adult supportive education and training systems to create 
further vertical and horizontal diversity in the institutional support; incorporating contexts 
and perspective frames instead of focusing only on the concrete and the known. 
In summary, future research should bring together the worlds of CVT, of adult higher 
education, of work, including informal and voluntary work, of family and of community for 
adult learners - to bridge the divide of academic, declarative knowledge and operational or 
procedural knowledge and competencies, as proposed by this study. It should bring together 
'tacit' and explicit forms of knowledge and continue to challenge the separation and the 
hegemonic belief that learning can only occur within formal boundaries. 
215 
Despite the increasing literature base on the topic of 'tacit knowledge', one can conclude 
that the research literature does not adequately address the question of 'how aware are 
individuals about their developed 'tacit forms of key competencies', or exactly what are the 
processes, experiences and motivations behind this 'tacit' learning process. That is another 
area to explore in the future. Further, more research and theoretical development is 
needed on the development of identities in and through experiences of unpaid, caring and 
household work. 
Moreover, further analysis is required to determine the dialectical interaction between 
oneself and self-assurance drawn from the (explication of the) development of 'tacit forms 
of key competencies'. The next step could be to perform a fuller event history analysis to 
clarify the respective roles of major life changes (Eichler, 2005) or life events such as 
unemployment, moving house, having a child, or losing a partner in the creation and 
development of 'tacit forms of key competencies' - also to further establish the reliability of 
this study's findings. 
10.8 Strengths and Weaknesses of the Thesis with special references to my Own 
Learning 
I consider the fact that I myself have conducted the research as the biggest strength but 
also the biggest weakness in the research; because the whole study not only follows my 
logic and depends on my way of data collection and interpretation, but is also based on my 
way of doing 'passionate' research, of 'living the question', ensuring engagement, 
commitment and a 'feeling' for the research participants' stories. And, it is also through my 
lens that the practices are examined - but I believe that this is the fabric of qualitative 
research. 
The study furthermore 'lives' upon my 'up's and down's' - my highlights and my failures, 
my advancements, self-doubts and confidence. In view of this, I developed a research 
design that is both transparent and incorporates reflexiti vity which takes account of and 
helps to identify so urces of bias. This is what Miles and Huberman (1998) refer to as 'a 
reflexive stance to the conduct of the study', which provides a full account of the 
researcher's views, thinking and conduct (Olesen, 1998) and acknowledges the subjectivity 
(Janesick, 1998). 
In the process of the research I became aware of the influence of my own history and 
biography and my own agenda which include a long term commitment to the objectives of 
acknowledging informal, unpaid (house)work, the struggle to understand and try to remove 
the barriers to recognising unpaid, informal (tacit) housework, an overwhelming desire to 
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take these things forward as an educational project and, finally, against all odds, to 'finish 
it up'. 
I believe that another great strength is that I managed to develop and undertake my own 
study (based on my own ideas) where I had the freedom to work in a way I wanted to, 
because I had no stakeholders to satisfy and no pre-defined project objectives and 
outcomes to work to or fulfill. In consequence, I could address different questions, follow 
up emerging issues and themes and answer them in different ways. And, because I was a 
newcomer with no experience, in a way 'naive' and eager to learn I could try out different 
routes -I was freed from the dilemma to seek consensus, permission and discussion with 
other partners. Whereas the Tacitkey project partners' decisions were based on a process 
of consensual negotiation and discussion where each project partner was trained and 
specialized in a certain research methodology and favoured certain methods - my research 
interest, focus and route formed while working on the Tacitkey project. 
In doing so I had to learn a lot of new vocabulary, new words, concepts and theories; I had 
to consider in-depth my intention, purposes, beliefs and goals, that drove and sustained my 
thinking and acting. I had to come to terms with the inherent ambiguity of much of 
qualitative methodology; and with the sheer number of methodological choices which is not 
made any easier due to the looseness of terminology often applied in this area. This was an 
on-going and multi-dimensional learning process which was not addressed and supported in 
the Tacitkey project because to question which research methodology and methods were to 
adopt was not an option. Still, the findings of both projects had to be credible, plausibile, 
convincing, in a way unambiguous and characterized by quality. 
While working on the Tacitkey project, I found that the participants' responses were so rich 
and descriptive that I felt obliged to analyze them in more depth and with a stronger focus 
on the individual situation, the affective dimensions, including emotions and feelings and in 
the end to tell some of their stories. This study therefore, focuses on the understanding 
(Verstehen) of the meanings attached to 'tacit knowledge' development and self-esteem 
rather than the explanation (Erklärung) thereof, relating to the hermeneutic tradition. 
With the intensive reading I undertook, I realized that a qualitative approach is very 
consistent with how I view the world. I think, I understood what qualitative research was 
really about; it appealed to me and was consistent with my personality and so with my 
views as a mother, vocational teacher, ship's engineer and researcher. Conceptualizing 
qualitative research helped me not only continue to discover who I am and what I believe in 
but also strenghtened me in outliving my way of teaching and upbringing my children. 
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I very much learned that qualitative research is not as straight forward as it seems; whereas 
the Tacitkey project often followed a strict timetable and several steps and objectives in a 
pre-defined way -I was struggling to stick to my time-frame and plan (in the meantime I 
had a baby and achieved a second masters in education). Still, my passion, strong 
motivation and intensive engagement with my study helped to anchor me as a person in this 
research. I realized that the research made fun and I gained pleasure from undertaking - 
that is if I got the time and space to work on it undisturbed. My conclusion is that research 
is conducted to answer a question (Bryman, 2001) but opens up several new questions. 
10.9 Alternative Methodologies 
First of all, while looking back, I need to mention, that I would have liked to do the 
research in a team or with a partner, to talk through, plan and undertake the research 
process; to share the intense moments during data collection and analysis, e. g. when I felt 
that I was overwelmed by the participants' stories. 
In defining my research strategy I was influenced by Denzin and Lincoln (1998), Creswell 
(1998; 2003) and Alheit and Dausien (1999; 2001). But, there is a range of alternatives. 
Denzin and Lincoln distinguish phenomenology, ethnography, case study, grounded theory, 
biographical method, historical method, action research as some of the major strategies. 
In terms of this study, (auto)biography (keeping a diary and/or undertaking a fuller event 
history analysis, focussing on critical incidents), ethnography (Hammersley Et Atkinson, 
1995), feminist research (Fine, 1994; Usher, 1996), and case study would offer a complete 
'fit' in terms of their definition as an in-depth exploration of the experience. All of them 
provide depth, context, 'thick description' and meaning to the phenomenon under 
investigation. They furthermore offer a window to learn about a people's actual 
experiences of receiving emotional blows and highlights while managing the (family) 
household and developing 'tacit knowledge', because they allow for a more meaningful and 
rounded analysis of the situation. Ethnography, (which means ideally to live with the 
research participants for some time - perhaps to undertake a mini-ethnography as 
investigatory method(ology); with observations of the site and repeated interviews), case 
study, feminist and (auto)biographical methods allow us to uncover stories from women and 
men who may not otherwise talk about their (positive and negative) experiences, feelings, 
thoughts and interpretations of the situations and their pains and sorrows as freely and 
openly. All mentioned methodologies are powerful tools to address the real life 
complexities and for connecting and empathizing with the research participants, learning 
about their personal contexts and circumstances; their lived experience. These approaches 
ensure to collect fuller detailed life histories and case studies in order to develop individual 
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stories or portrayals (Goodson and Sykes, 2001) in terms of revealing issues about 'tacit 
kowledge' development. 
Furthermore, undertaking a longitudinal study of mature, informal adult learners, is 
helpful, because becoming a parent and carer and developing parenting competencies and 
knowledge is a lengthy transitional process. This would help to create narratives based on 
minimally structured interviews to build biographical accounts of a people staying at home, 
looking after children and relatives while developing 'tacit knowledge'. From these 
accounts one can construct narratives. 
I believe, that these approaches are an excellent research methodology for addressing: (a) 
depth, context, and meaning in research; (b) people's, (especially women's) experiences 
and voices; and (c) a socio-economical and -political analysis of marginalized people (see 
relation of unawareness and educational background or social class). And, that employing 
these methodologies and methods will continue to question, highlight, challenge and 
change the constructions of gender, forms of knowledge priviledges, power imbalances; 
including race, ethnicity, socioeconomic status, religion, and ability levels (see Dankoski, 
2000). 
10.10 The Positivist/Non-Positivist Dilemma of my Work 
While looking back I realize that I was stunned by the centrality of theoretical knowledge - 
the primacy of theory over empiricism (Bell, 1999) and of what counts as knowledge. The 
majority of research projects, literature, methodologies and methods employ positivist 
approaches and practices; especially in context of research on 'tacit knowledge'. 
Knowledge is treated as a strategic, measurable resource where "knowledge, skills, 
competences and other attributes embodied in individuals that are relevant to economic 
activity" (OECD, 1998, p. 9). And, I found that understanding knowledge as insight, 
understanding, reflection, wisdom and critique is neglected in favour of skills, competence 
outcome, information, technique, transferability and flexibility (Usher, 2000). 
In view of this, the Tacitkey project has analysed empirically forms of tacit competences 
people have without being aware of them. The project has dealt with the question which 
role those competences have with respect to re-entering the labour market. Moreover, it 
has been analysed in which way CVT curricula refer to tacit competences and if employers 
appreciate them appropriately. It has turned out that these often 'tacit' competencies have 
indeed a crucial relevance for individuals labour market success. A preliminary conclusion 
of the project is, that CVT curricula have to be developed in a new way and have to refer 
much more to the personal prerequisites of the individuals and their equipment with 
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competences (biat, project abstract, 2002). These conclusions are 'factual' material, valid 
measures or straighforward manifestations which can be collected by direct questioning. 
In view of this I felt, that the Tacitkey project had a tendency for individual learning to 
disappear in leaving out the particular site and context where the learning took place; thus 
bracketing off the complexity of the individual learner and ignoring the emotional side of 
learning experiences. Some identified short-comings of the Tacitkey project are that it does 
not deal adequately with the individual learner in terms of centring the learner's 
experiences of the tacit learning process at the centre of investigation and omits the 
emotional dimension of the learning process; putting not enough emphasis on the subjective 
process of 'tacit knowledge' development. 
The 'Tacitkey' project does not theorize, argue enough and thoroughly pursue the appraisal 
for a holistic research approach in order to integrate a) the discussed dualism of mind and 
body and b) the division of the individual and the social in the way I would have liked it to 
be. This is an essential step in my project - to involve the individual in the research, to ask 
them to 'participate' and engage; to talk about what they did and how they felt. This then 
raised such issues as gender, age, social class, status and ethnicity which became important 
and an issue in research which required a more nuanced and subtle approach. And, 
furthermore suggested to adopt a life history approach, where people are enabled to 
reflect upon their own narrative accounts of their lives and as such to unravell the 'tacit' 
dimension. 
Due to my involvement in and work on the Tacitkey project it became apparent that its 
approach and research questions or problems were partially inadequate as a means of 
understanding the 'tacit' learning process of the research participants in its full complexity. 
My approach is more concerned with 'seeing through the eyes of' the research participants 
and listening to their stories while trying to understand their hopes, fears, dilemmas and 
'tacit' learning process. And, to look in more detail into their circumstances, the particular 
site where the 'tacit' and informal learning took place, the social setting or context they 
inhabited. 
My study is concerned with understanding learning as 'becoming', which refers to how 
people change over a life-time and generate identitie. This view was influenced by Atheit 
and Dausien's (2002) 'biographical learning', Barnett's (1994) idea on 'life world becoming' 
(1994) and Ellström's (1997) concept of developmental competence. This differs to the 
dominant view of seeing learning as acquisition, where people acquire skills and 
competences needed for a successful working life. More recently Hodkinson with others has 
started to think about learning as becoming. To understand learning as becoming allows to 
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focus on the individual and the significance of the context and/or the biographies. People 
learn lifelong and constantly undergo a process of personal development; and the We 
history approach turned out to be very effective in terms of bringing out the emotional 
dimension of the 'tacit' learning experience. 
My concern to undertake 'good research' touched such terms as reliability, validity, 
objectivity, generalizability, and 'statistically significant'. But, as Bassey notes, "the 
concepts of reliability and validity are vital concepts in surveys and experiments - but not in 
case study research" (Bassey, 1999: 74). Genera lisability, he argues, remains important, in 
qualitative research, but requires a different formulation, being concerned with what may 
be or what could be rather than what is. 
In view of this, the greatest challenge in doing 'good research' was to understand the 
methodology options, the interdependable use of the term 'methodology', to define one's 
own paradigm, and to create a proposal quite at an early state in the PhD seminar, because 
using and specifying these concepts was new to me. Thus, I started to focus on the positivist 
and non-positivist dichotomy (Guba Et Lincoln, 1989) and studied the contrasting 
perspectives in epistemology, ontology, and methodology, in particular, according to Denzin 
and Lincoln (1998). The framework of basic research traditions provided by Creswell's 
(1998) made the qualitative approach comprehensible and gave me a clearer sense of 
procedures for actually doing qualitative research. Creswell (1998) identified five 
traditions: ethnography, phenomenology, grounded theory, case study, and biography from 
which I considered the broader issues and the applications of these perspectives in 
qualitative studies. I concluded that there is no right way to classify and undertake 
qualitative methodologies and methods and that approaches are necessarily merging and 
mixing. Thus, I decided to employ a multi-dimensional approach. 
My intention to research how people felt while developing 'tacit knowledge' grew while 
working on the Tacitkey project because I thought (white collecting the empirical data) that 
the personal and emotional dimension of this learning experience was so far left out. This 
realization furthermore encouraged the inclusion of personal experiences which seemed 
enriching to the project and valuable to research. It was also consistent with my beliefs and 
the fact that my research questions were of real personal interest. Realizing this was a 
joyful process where developing and outliving my own ideas has given me a great deal of 
confidence. 
Still, sometimes I thought that quantitative research must be 'easier' - less time consuming, 
less worrying, less complicated - because the researcher has a plan, a pre-determined 
procedure where one step follows the other; without thinking twice, considering choices, 
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and without flexibility in the data analysis and drawbacks. It seemed similar to engineering, 
I field I also enjoy. 
But exactly this feeling made me rediscover what it means to be in an academic 
environment, in paid work and enjoying the freedom of research and dicussion and thinking 
aloud. Whereas other people do not even have the right to say what they think and want 
and are prosecuted because of their (political) opinion. 
10.11 Critical Incidents 
One of my conclusions in undertaking research is that (auto)biography is unique in allowing 
us to view an individual in the context of his or her (whole) life (Bogdan, 1974) and can lead 
to a fuller understanding of different stages and critical periods in a person's life. It permits 
us to 'share' an individual's successes as well a failures, wins and tosses, hopes, wishes as 
well as fears in relation to personal circumstances and contexts. 
When we look at a person's life-history and learning career, or parts of it - we look at their 
personal development which can be seen as a dynamic process of change and identity 
formation. Such personal development is shaped by events; critical or unforgettable 
(positive and negative) events which impinge upon an individual's own unique walk of life. 
They are not always smooth trajectories and often involve the reconstruction of social 
identities over time. In consequence, biography covers important, critical events in the 
participant's life course; hence, a biographical approach is helpful in understanding how 
people cope with these incidents and in illuminating these events which have impinged 
upon the individual and its effects. 
My data show that there are significant events marking the life courses of individuals; these 
are quite often stressful or hurtful (such as becoming a parent, unemployed etc. ) and even 
shocking for the individual (such as loss of partner, divorce etc. ). Still, overcoming and 
coping with these critical incidents and events enhances the development of 'tacit 
knowledge'. 
One can say that critical events contribute significantly to learning and the degree of 
awareness people have about it. The analyzed and interpreted data indicated the 
significant influence of the immediate personal situation, (stemming from critical events, 
such as divorce, unemployment, illness, financial failure, loss of relatives, loss of custody), 
which crystallized as one core factor in terms influencing people's degree of (un)awareness 
about one's own 'tacit' knowledge and competency development. 
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As such, the individual's mini-biographies embrace subjective experiences and critical 
events; an impressive example is Richard's story, where he names and describes the critical 
event of his parents' life-threatening illnesses and his involvement in it. 
10.12 Conclusions 
My research attempted to address three related issues in order to understand more clearly 
how individuals experience the development of 'tacit forms of key competencies' in 
informal unpaid learning situations. The first problem was the issue of how to explicate and 
evaluate the development of 'tacit knowledge' and the other two questions concerned 
whether there was any evidence of awareness among the research participants about their 
developed 'tacit forms of key competencies' and what effect the degree of awareness had 
on the degree of confidence. 
The research participants' stories and mini-biographies in this study have constituted 
meaningful examples for 'tacit' and informal learning. The telling of life-stories has helped 
to enrich, broaden and confirm the developed framework for identifying 'tacit forms of key 
competencies' and to make the 'tacit' dimension of the experience explicit and tangible. 
This mapping of 'tacit knowledge' does not explain everything that goes on in a 'tacit' 
learning process and I do not claim to have uncovered the 'absolute truth', but I do claim to 
have widened the debate surrounding the issue of developing 'tacit knowledge' and 'tacit 
forms of key competencies'. As a result, I am challenging aspects of previous work in the 
area of competency development and the area of knowledge management, which is 
concerned with the definition of knowledge, particularly the distinction between 'tacit' and 
explicit knowledge. Attempts to codify knowledge sometimes seems misplaced because the 
human side is left out of it. The general idea, that it is the duty of schools, colleges, 
universities to 'prepare' students for the changes in work life, neglects the fact that 'life' 
itself challenges and 'prepares' people to adapt to changes and to deal with new situations; 
to be flexible in dealing with circumstances. The gaining of experience, life-experience, the 
development of life skills and becoming sophisticated are all attributes, which life offers 
after going through it's school. 
As a result, this study advocates an approach to 'tacit knowledge' development and 
learning, which relates peoples' lives to the broader context of the role 'tacit' and informal 
learning play in modern lives, connecting the two different spheres of family life and work 
place including a focus on the individual. In this respect, knowledge(s) are understood as 
personal, intangible resources which are developed in complex, 'authentic' learning 
processes, including 'tacit' and explicit dimensions. If we are to think about the process of 
lifelong learning, people need to be encouraged to be open to the learning opportunities 
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that life provides every day and to be enabled to build meaning through becoming aware of 
their achievements in order to create more emotionally satisfying lives. 
The so far neglected biography of the adult learner includes emotional as well as cognitive 
experiences, which must be valued in the learning process of developing 'tacit knowledge' 
and 'tacit' skills and competencies. CVT and adult education must overcome the lack of 
attention to the 'tacit' dimension of learning and knowledge development, including 
emotions and feelings of adult learners. A major task for CVT and adult education is to 
provide suitable support for adult learners in becoming aware of their developed 'tacit 
forms of key competencies' and in building confidence. 
This suggests, that it would be useful to focus attention on creating a much more 
sophisticated understanding of the complexity of informal, unpaid (caring) work. Applying 
these concerns would open up some new and interesting questions. 
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Appendix A: Features and Characteristics of the 'Return-to-Work' 
Courses (CVT courses) 
A) "Skills Plus" (Basic Employability Training) - Work Based Learning for Adults 
A 20 week course 'Skills Plus' was offered to help long term unemployed people find jobs 
through training. The programme was designed to assist the individual to improve in such 
areas as communicating, interpersonal skills, motivation and confidence. Training depended 
on individual needs, but could include: Literacy - Numeracy - Induction to IT - Personal 
Presentation and Assertiveness Training. Whilst the programme could not and did not offer 
a guarantee of employment, it aimed at providing training which better equipped people 
for (re)entering the labour market. Entry requirements were to be 25 years of age or over 
and having experienced six months of unemployment. If the individual was in need of 
Literacy or Numeracy skills, then they could enter the course immediately. 
B) "Pre-Vocational Training" (PVT course) 
A 20 week/ 21 hour course was designed for people who felt 'not ready' to return to full- 
time employment. The aim of the course was to give people direction and purpose and to 
enable them to seek employment. Before the course started an interview took place at the 
college in order to assess suitability and to discuss the programme and any special needs 
i. e. numeracy/ literacy classes. People on this course received a weekly allowance of 110 
extra per week plus travel expenses over the first E4 spent. The course covered such topics 
as a) personal development, (which included career counselling, further education, 
psychometric testing/ aptitude testing, updating skills - retraining, computers. b) Job 
search (including personal profiles - diary - self assessment, interview skills, CV 
preparation, employers perspective, weekly reviews). c) Assertiveness (including values - 
ethics, body language, non-verbal communication, personal presentation, attitudes - 
judgmental - non judgmental behaviour, self awareness, boundaries, goal setting) and d) 
Job tasters for the period of a month. 
C) "Business Administration Course" 
This 7 week Information Technology training programme was especially devised for 
individuals who were having difficulties in finding employment without current IT skills. The 
course was based on Microsoft Office 97 Professional and included: Word 97 for Windows - 
an introduction to word processing (topics covered: creating Et editing a document, saving Et 
printing, margin Et tabulation settings, moving/ copying/ deletion, enhancing text, spell 
check £t thesaurus, file maintenance). Furthermore, an introduction to Access (creating and 
using simple databases), topics included: introduction to Access Ft creating a new database, 
entering and editing text, numbers Et formulae, using toolbars, functions, borders and lines, 
creating Et customising simple reports, selecting records Et printing. And finally an 
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introduction to Excell (creating a spreadsheet): entering and editing texts, numbers Et 
simple calculations, using toolbars, using Excell functions, borders £t lines, creating and 
customising simple charts, selecting ranges Et printing. 
D) "Early Years Care and Education" course (NVQ Level 2) 
This 1 year course was open to participants over 25 years of age who had been unemployed 
for 6 months or more and was led on to an NVQ Level 2. This was a subsidised course for 
retraining, skills updating and improving employment opportunities. It included 3 hours 
tutorial support (per week), 10-12 hours of work placement, approximately 2-4 hours of 
self-study, and a preparation for returning to work. The registration fees plus certification 
costs were E 80 per course, there were no tuition fees. 
E) "Business Administration" course (NVQ Level 2) 
This 1 year course was open to participants over 25 years of age who had been unemployed 
for 6 months or more and led to an NVQ Level 2. This was a subsidised course for retraining, 
skills updating and improving employment opportunities. It included 6 hours tutorial support 
(per week), 10-12 hours of work placement, approximately 4-6 hours of self-study, and a 
preparation for returning to work. The registration fees plus certification costs were E 48.50 
per course, but there were no tuition fees. 
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Appendix B: Example for Key Skills in Britain 
Communica- Application Information Personal Skills - Personal Skills - Problem Solving tion of Number Technology Working with Improving own 
Others Learning and 
Performance 
Interpreting Collect and Prepare working to proposing and clarifying the language record data information collective goals agreeing targets nature of 
and for activities that problems 
responsibilities will improve 
learning and 
performance 
Using Tackle process using given or seeking and identifying 
language to problems information agreed working making use of appropriate 
present methods to fulfil feedback solutions to 
information responsibilities those problems 
and ideas 
Listening Interpret Present personal selecting and selecting and 
and present information competence following using 
data activities which established 
will improve their procedures 
learning and 
performance 
Speaking Evaluate the progress of work identify strengths selecting 
use of and weaknesses solutions 
information and agreeing 
technology targets 
Reading features of the using feedback identifying 
working situation and following alternative 
given activities to solutions 
learn and improve 
own performance 
Writing extending 
specialist 
knowledge to 
clarify complex 
problems and a 
range of 
solutions. 
(Adapted from Evans and Hoffmann, 2001) 
250 
N 
-p 
c c !- 
CL 
-O :' 
! R, 
0 I I- 0 
H IE 
_ 15 "' - a) m 
06r) U 
Y 
L on 
C v ro p 
UC 0 
CA vC 0 
-10 
-6 0 `^ -13 m0p 4- 
O L 
v E -&-d I 
'p 
C v vC 
v 
a 
Ln 
o 
C 
v 
CC 
on pO 
CU `o -0 p 
E C )U c ýa E -0 o- öýc Q) C on 3cý, m v 
M"L 
c 14- ,p a) 
a 
Es t 75 
tY= Q) V, c "O Y 
U 
OO 
I pes, v aý n ra 
a)aL O 
>+ 
- äß, J 
wL QJ 
a>i3ý°E ° L U >- z3ý.. 
ý 
E 
Q) 
-C 
V) 
(U 0 3: 
0 
ý--' on 
O 4+ C 
o 
Z 
0 
O 
_Y 
oC 
L II 
p 
ý'' m E 
Uü 
3 Ö E cc V) pp OS ýüýra ý` (o O C 
CCL +-' 
rvö 
L 
0 >. L 
M + 
vi 
L ý 
L° ac NC on E 
O 
E 
c 
ý u on C v' p w On ro ö 
v äLa `i' O` p II ý C 
'c ý0 Cu, ý äýý4-m _0 C) E ä 0 E E. E p 
o .ýO 
v L op 
=3 ON pný C (U C _ UO C' -o 
c 
L ro p o O 
CYC 
° ýn 
C 
QJ 
ra ý-' 
p 
E 
3 
N vvc EV o a ra v 4-, (U 
u roE > vvYa, _, v o . Q) Quv o -cs cu -0-0 v ý, N° ö Y ° 
a) +4-' u 
C a) 
O 
4-d O (0 
"C 
03 
>, 
on C ro a) ,,, (13 NLo 
ucö 
' _0 
c ý) L ° CO ° ^3oY v Uu y- 
° 
O M N_ 
3v° ° 
OC 
0 ö 1 L- 
0 a C: 
- v 0 
s 0 Lon 
)0 -oon oaý 
a 00 O an E'Js 
o c -o Q3 c ö° 
O Nýý- +""" 
u ý, ö Cu° ön 
ý U E ? "' V o 4-0 w- 
(D 
U UN c c an a) u ,nc c L u ^c 
%#. - 
O 
C 
O 
CN>E ý scv 0 ° ä)-0 ýZ 
ý 
.ý C O r_ 0 ONO C u 
cCE L O LA NC0° C'0 " O 
u u ö ö- rDcx ' u 
ä Z zs 3 u3 3 
VI 
L E 
L 
Eý 
a 
L 
v 
0 
4-+ 
anp" °co, t E 4-1 m 
L 
4-j on 
c0 ^0 -ýý L 3- 
Ev E 
113 10 c: o 
= CO 0 ro 7: 
= 
a, on 
- Q) 
v- ýC rß pN vý c 
i 
w" 
oo 
° 
ÖpC 
E 
v+ 
r0 
° v ý' v " 
(0 C o 3 p 
^ 
V Y L-- fß ; on a) 0ä 0 N LA 
fo N "C 
L ° 
° 
>+ i ra -E Q) 3 
C 
41 
C 
o to 
m +-+ O 
v E C 
C) (D OpL 
o 
L 
aon °; 
E: 
C 
V) 
C Nu 
° ý p 
a 
E c LL m o 
on 
c a) ono 
- 
vý vaýav C) E ý ýmU, C) 3: 
3: oLE2 E 
4-j 
Dii on 
C C. C C ß! 1 
N 
(fl O ýr 
cvE (v Ecs °_ 0 >: E Uö° 
N 
vOi i+ 
°ý' +-' C UU m r_ n 
ý. ý 
o 
pn on on Uo 
J 0 o o p v+ M n o ä 
a ) 
-_ c 
rß 
c °a 
on 
c on - 
(O 
c a) E Q, Y 
3 V, -0 ,c 
p1 
ý7 v, Ea 
Q 
aoL E -a 
O L 
z V, 0 N 
3 u ý 
a, v ä - ö 
(0 CM CN M m VM V 
I 
Z < 
41 
0 
V 
C 
0 
N 
4-1 
C 
M 
a 
u 
L 
V 
fu 
41 
41 
00-1 
a) 
a) 
L 
Ln 
E 
E 
CD 
CD 0 
6 
x 
C 
Q) 
Q. 
a 
251 
V) 0 v) v Yý c a0 On V 
UC 
L 
0 
pV° vi C 
p 
.ý of 
. - C L 
-" 
O 0 
ý 
V v p: on v) >. 
0N "_ A-d _ 
O O L 
on 
V) 
p 
- 
O' L 
vv 
C Yom ' (ß 3E 
L 
G1 c CpN 'L C ÖL° 
ö 'a+ 3 0 ' 
0 
C ýa E-o v ", o a 
N- ý o 75 
ý 
oc 
oým M E 
ýc av c ýý coý E 
v 
. - C: ou Qi Q. CE 
E 
cu Q) U VI on L L V1 
~ 
V1 
O2 II cn Cw In -0 OL Qw >- V 
>. _ C on 
C 
(a ro O >. on o -C) 
o 
C 
rC +L 
V) Q) 
C O on C 
ro 
V) 
Cu 
a) 1 -0 
ro 
ý6 Lpv OL 
Q-1 w ° 
ro U L- 
f6 0 
-v 
C 
Vp 
(C 
,ývCCEO 
L rß 
ra ý, 
C 
aL 
O+ 
O 
0 N3 
0Y 
RT 
L w an 
Vi u C- C 
4J 
LL 
+ 
 
O 
4-J I- p 
p 
" 
0 
on V; D a) 
L 3 4- vZ 
L 
13) O` 
L 
M O UL O 0 
r.. + 
a. N 
10u 4 
C 0 L Ü 
4-0 
- - 
O m ýý :E 3 0 ý ý'E"ýLn O E E N vNL ý - CN - L MO . -+ 
N § V a E Fu Q) ' p ö 
p 0 O V) 
- Ev 
v c 
p 
m 
Y on 
Lc 
V D '^ 
Cä 
cc n c 
O O 
ý- 
0 +ý U 
ö C u In -6 v, L` v a) o- o 
= u ý-Q ° + 
3 a3: E = ü 
O 0 
Q) (a L u ` 
E on 
0 J v/ ý ^ Op c O 
- 3: u c° one , r, ' 
ate, U L 0 
,. i, . -, ° v' can 
vc 
Q) -a ro ±: " D 
a a' Q, v) 
ra c L 
LOO 
C vý JC Ö 
oO 4-j "U 
rß OC >% -o 
NL 
V) O_C 
- 
V) 
0 
U .0 -L 
V ýn 
ücO 
v. "O - 
v 
L !' QJ 
L 
ov .0 0 
C J 
L 
' c 8 
C 
ý ä N 
ß " - 4-5 av; E Eý 
ö N on 
O 
O 
> LJ C on c v- 
OE N _(o 
OC O 
V 
° CQN" 
L 
Q) L 
vi O N O 
0 C 
i' ' 
-c 
` T ýn N 
CLC > L an L C: M C On V) O C 
O O 10 
CC 
°OO 
N 
N° > v O on o O s 
sOO 
3u u u a-Cý u Vuu U.. 3--0 u 3= r Ln 
O in 
Q) 
N 
0 a) c 
O }, 2 
tio 
C 
R5 
-0 
-e N 
°(1' 
C 
3 
Lp 
3 ý' 
NU 
V) O' ý 
IA 
L 
(U 
On Z 
(z 
a) >% 'O LO C: Q) ra 
c 
p . 
ý^ V 
vY In. C: a) " Mss vý E s 
OL E - 
N- O vw aJ 
°s 
O0 IA 
E 
VC 
c 
Nao3 ýr? r- 4- on 
ý =3 
tA 
Op on 
a) vn 
r i 
>1 
v N Q! c L- uc 
V1 L- a) a) E on Om 
(0 
n L 
(U 
E 
CA 
O 
v 
° -1-1 C rC L 
O C 
L L> 
t Q O Ov 
v) 
c ýý'-'v 3 ý , Oý°° 0 "ýa ' 
°ý E, vQ 
öEý a3 v EE a a»° vcc L onüö 
U ö m -i6 °u r0 
ä ra . 
°_ý' 
.cML 
< > ä-0 < E) c CU3 < 
äý 
ýv ° 
m 
.ý u. Ou a - 
on 
ra V) öc 
+' 
c 
0 
O 
= Y c 
C ý p N ° C ý O LM -Z: 0 
c 
On 
ý 
ra co on 
o ý 
C L 
°' 
E 
ö 
j, N 
V 
c 
OO 
Ec3 ý' EU o c , .E , - _ _ý 
on ö 
o 
O 
3 
U c Q) on 
>pvO o o V) p >. 3iJ" ý+ C ° Q) N on 1. -1 on N .- rfl OCC O Oý ' E + cO" L- &+ OO ' 
U C -C 
C `-CW 
o v `- 
U 
cv öýa v 0 c 
rv ä "- E v On- ca 
ý 
LCon c 
L ä vö V, ý-0 c um 
C 
3a3 E 76_ 
N CCU E (o u 
ec > ° sv `° °r' 0ý o °"ö 
Y p v >. ý ° V) 
öv 10 0> ý v (v a 
s 
3 ýv 30 C orý= a0 i v am o- 
as 
QJ C U C 
E 
tu 
° 
cc M rv LA 
c 
W 
v ri U 0N 
Z u rý l 
a1 
0 
V 
C 
0 
N 
C 
Co 
a 
u 
Co 
a 
L 
V 
a1 
N 
CJ 
W 
ýJ 
N 
L 
t/1 
L 
ýß 
E 
E 
L 
ýa 4l CD 0 
V 
X 
C 
a) 
a a Q 
252 
E o ° E E 
%A Q) C O of 
Y "ý-- 
O N Cý 00 0 
0 C _0 _0 LA 
O 
L0 
_ 
0U 
EE 0 
N N0L 
N 
ý'd 
O 
Qn 
vv 
N 
} 
a) aý o 0 0 
vý 
>. - 
ö 
0c 
p. 
Qi 
L 
VI -- 
ý; v L 
L p 
i ýc 
ý 
>- um 
-0 
tia o 
ý' ä 
oý 
z 
w°. 
m_ 
- 
0 
o on . C a) 0 N a) L L/I 
0 
on 
C 
v 0 4"' 0 C an 4. j p 
OO 
C 
L 
N ý+ 
4-1 .c r0 
Q) 
L 
(10 
-C 
O 
Q) 
L 
u 
M 
fo 0-0 u 
4-j O on V) -C 1. -1 
Cl 
Qj c 
vU N Q) 
Qi -0 4-1 Ocv a Qj c 
v C C 
°° 3° ° 
~ 
L C L 
O 
ö 
LQ fa L ,nä L 
' 
aii p C 
O= O 
" = -0 
v- a 
p Mo on = 
ý+ I- (1) L 
a) >. DO 
+-+ 
L 
p 
4 
' 
m 
C ,n 
v -0 
3u 
CL 
JQ 
pN 
u-0 O 
4-1 4J "C cn U 
avC 
OC 
O-^Y 
U U Qu +-' N 
O On .+ C -C rß rC 
to O 
o . L- (1) 
0 
4-5 
L 
Y C OM 
v 
äp + tic 
0 f, 
a 
- 
"o ý+ L p vý a 
- 
L N rß v ü E 0C - o ~ ( a ö L c O oO U V) N vý Q++ (v 4- t . C cO - O s U L O M 
ý 
>, p Y u N 
C (U V) +, CC N 
N 
4-+ 0U 
0 i O3 N C >` M "' 
O rC O OL ° on O p fC0 M 
fa =3 
O 
C: 
rC O 
on 
° O 
0 
p 2 2 rC U U ++ CL C 
3; aJ clý NU U V 3t "C 
0o 
v 
cn =3 
I. 
0 
4-1 
L v N c s äv 4-1 on N 
Q) e 
"c 
E + L M ,ý C yý 
C (1) 
v N 
E 
` 
y U1 yr N C w 
U 
++ C N ý 
0 Q) 
C ýC 
_ - 
L 
+c Cv ö Eo 
(Q OL 
Q) vi 0E a, 
3L 
4-, O "E vº U V) Li u in V) L -- v, p (u C V) O 4J 
ö ý äp 
.Cc 
ýý 
L 
u_ 0 
(U 
s V) rv 
ü U ü c -v v 
C ý, Qý u av 
o 0 a) on s N C 
v 
c 
äN 
- u (1) 113 4- a) Ec , 
ý, N c N ra - -C 
4-d c , , vä 
v CC 11.1 i ,0 a) 
C 
fv vc v, a) 0- (U -0 uv 
c Eö °0 3 1,3 a'ýý 
ýc ý E C 
41 
ýý - O O° OCvu O NO cEN . C p O p V V v L(0 c UC Ln uO OwD V U 
N , 4-j a1 
L 
C 
v 
on 
C 
-0 
p 
- v 
on = 
O 
L 
+-' (0 Nr 
u N L- in C 
vº c Nv 
i p v v E E C F- rC L 3 
p O CU 
m 
E 
'n ä 
0 (a 
C 
v 
ON 
oC 
v Cu 
s 
O 
em - 
on 
"- 
u 
+ 
ý^ p - N 
v > = a c 
v - v- M >, =' ' 
4-d 
> 
v c ar, 
Y" 
CL o - r4 O 
V) 
V) 
E ý vZj ° o E °ý >3 ° Q) U on Cl. C: 
ý ö E° E 0 E o ý C s ü ý ° v ö 
v u O> v Q) }, 4-1 a 
l (10 ý= u om' a, p. - 
_3 ° oc °ö v °c v 
N E° ° - ö 
v c 
3 ý«- "3 
c 
ý c "Ö C aQ or, C N L Q) L 4-J 
C° ýv Qi 
L J . 
C' U ,A 
ý 
. ý' ö c 
' 
3c 0 ) " 
o0 
1., 0 
öä, 
C. C 
°v 
ca) 
ö 
ýa E Lo a 
ö 
E 3 Q ,,, 
a c co C E0 c " v+ t0 O >, ro L 
_- 
on 
0 
a N LIn V- 
0- 
U 
C 
_ yJ U- LscN 
L 
(v v 
O 
L 
ý. ! m 
CCC 
c C O 0 
on CO L 
(0 Uv vI U aý v, pn p C Q) C 
on 
Q) Z 
Vrýv 
O a 
O 
O V; c 00C 
C 
0 ° 
L p 
ý ,, D NC_ 
o 
E v 0- n 
s _LL0 UN i s .ý _ : LE Q) _ ý on 
o 3: 0 u C U (U 
' u 3 ý-0 E u 
Q) 
` c G O u'-- > s , J- i v -° E 0 
V) 
° O t0 w O NO Y m 
QJ O 
Öa 
r'JC C Ö Q) 
ÖÖ i ~ 
z 3 
ä LO m a) O 
p 
LA VC ac Uuw Uwv, . - - LI, 
O (0 u a cc (0 
O c iY 5 
aJ 
0 
V 
O 
i-ý 
C 
u 
L 
(0 
a 
V 
L 
a1 
N 
(1) W 
a) 
G1 
L 
t/1 
E 
E 
0 
V 
X 
C 
Q) 
CL 
i. )V 
253 
tic 
ö O 
m °-' oon c 
E .ý ' - 
0 s 
. 
vw 
Y a (U 
- u - , v C 
v i 
U 
0 ro 
ö ° 
}o 
o 
++ voc o- aß "' =c 
c 
0- 
`a vi 
v- u 
C 
u 
L v 
O , _> L O CO a On - 
E O 
w 
aý 
N 
E0 wO ýLö 
Q) 
E a) 
w 
> 
p v, 
a- 
D 'I) >-- 
äE 
V) -C 
E Ln 
4-% 
uý 
iJ 
J L.! v 
L 
° ' 
^ý 
CN 
Ln ý3 Q) °E 
> 
cv V) Z 
ý 
O 0v O 
N 
Qö v 
ýß L 1 to u 
a vý 
L 
u 
C_ a 
i on 
.. a 
0E 
D 
C 
O -, q 'D O . vv - 0N v äO 
on 
O 
-0 (10 
v L on p L 
. L c on _Mc ý 
L 
ra v E ,ý E on . 4-1 .a Ln 
E a) uv . > o u 
.^ 
ä °w ý ° `; 0° ý co L aý Cý 
o 
> 
O ä ° v vu ° 0v " 
, u Qp 
L 
C 
Y07n C- ° vý 1_N - C_ OU 1p I p 4-1 ~ o L 
C- 
pý ý cN L 
ý- v 
0 a) 
L. 
V) 
a; vo ý; O N ++ 
c 0E " 
a; Y 
c ýL 
Y 
Cu 
r C 
uO ý = E 
0. 
4 3°° Ö3 v-0 3 
E ä - -0ý s ä m .E u -0 . 
0 - 
. 
E"n 4-Jo a) o ra m 
c v >, c 0= ov a) a) 
E oný 
(U u Q) 
C v0 
C^: 
cr u 
NL aJ ( aJ vi in 
C C. C) 
N> 0 4O (0 
O 
v 
°uL pZs °z on 
Co Cp C 
° 
C: 
Ec3 
Ln 
c ýs cu ff E v. > 
N 0C 0 0 mv a) Ev Era ý> v u LA 
a) 
CN N Op O C= 
p, 
OCC 
a) 
N 
C 
W pJ 
p 'N v v E C CWZ ý+ U ý, u w'o 
UW M ö 
w N an c 
o ý ÖJ) a > O 
Mo1 15 a1 cCC CC 12 C: C 
C 
in 
Q) L >. c 
E 
= 3 aL w °Yý Lc 0 0ý c v äý o u° - 
Eü3 a' onus z° ä° r ý° V ýL ý C .. C 00 (6 v- 
_ O 
vi L cn O >` C O 
C 
0 aJ 
H 
'^ 
M 
C 
°° 
O 
; 4- 
> DnL= p V. E O x v o 
E 
V 
-0 c2 
E. U On v 
E3 
m 
c o "ý 
ý° 
`er 
Y 
ö 
N N N vD v on L 40 `0 E p 00 0 w 
äL ° on on Z tA O N L 
Q) 
L 
= 
V p v a) TCp CC ' -+ 
+ an p tC O '^ O 
v O 
p 
p o"^ M -D . 6-1 . 
Y On L o 
L LL ZCL O C a7 
C_ C_ L vi Q> L- 
0 
ýn 
s 3 
v- 
o3 .O ý ýý 
(ß 
- 
E -= 76 
cp 
LC ti- 
ýýov 
ý.. + O 
V)0 ) (1) 
ý ý 
ai v ýa cc c ý" v w 
Z V) c +-+ 0 43 r- 4-. w_ w °° m-0 o 0- c C 
0 
aN 
oN 
O 
L 
0m 
ZL 
v 
oM 
OL 
ýcZ 
CCv 
°' ä ä_0 vv °n 
0 
v v 
N 
a, 
jr 0) - 
L6 " °-c E N 33 
V) . L . ° 3 4- a)o > 
E CE o 
a 
<o ^ 
v 
a)co J 
ö 
- 
3ö3 
Q Q 
F Q) -c + m QU 
s 
U E 
Q 0c u L- -a >- Q vi -OZ L -- ý 
CC 
O 
Y V vi 
ý ä 
0 
E 
v 
uv 
c 
w u 
- 
ý" 
4J V ° 
C 
- F 
x v (1) on w. p rc onL v C: 0 on o 
on c 
s E 
aan ä CU 
ua 
a) y, `^ v 
on a 
c 
u c ' of L ga t -r- ) N = Ü äC on C c: C Ca an 3 C Q) v p 3 
pap C 
p C rC E. rN a) Op 
(~ `M c C 
22 N 0 E p NC H Q EY p O 
VL 
aJ p 
L 
O O &-J - 
V Vm 0- p =+t 
V- U Co 
O V 
M 
21 ý E s 
u 
c E n (U m Ln , L° V" L - z Lr) w 
N 
V1 
0 
V 
C 
0 
C 
a 
u 
ro 
a 
L 
V 
L 
rQ 
a1 
N 
Q1 
41 
G1 
t 
M 
E 
E 
i-ý 
ü 
X 
C 
4J 
a a Q 
254 
OO t LL v ýn Cý Gý 
on p3 V) u N I.. N E ä° U 0 on on c (U c >ý O aJ r6 rC E :: E'E 
N ý, 
a 
CvI rC C 
0 °c3 o aa) Q ° +-+ _C 0 -0 O ý - N v O Y )C ý " O Q) 5 E 3 I- - c V) 0 
0 Ln 10. 51 3: - on 
0 
O 
0 
-ac 
ro 
0 
Q) + 
N O OO > OO C) v L 
O 
aJ Q) On 
-Y U =3 tý L _O--C 
NN ýr -> rß Q) (z J 
c 
p 
L 'ý c 
Q) 0 
v 
C k4. - 
v ra vv 3 3 C vc 3: .E 
E 
_ , V) c 3 on u 
O L aJ O .L =3 0c 
LL 
p" > ö N- 
aý -- öa 
Om 
ou -4-1 
L 
+"+ 
NN 
L 
_L 
° 
U 
. 61 
> (t 
. 61 
O Y 
p 'n 1 an - V). ra 
Cv 
YL 
O 
C 
p 
N 
xN 
w3a 
O 
'. n >, 
4- 
o-0 
N 
on 
O" U 
zm M ý' 3 
4-1 O 0O 
N O 
C 
ra? 
Y 
ý-0 
YC 
us ýn -c -0 4-j C 0 
ý Q) 4j 
cC CpO ai U 
" 
p 
3 
c 
Oi 
3 
L O N 
L ^ 
L E 
rC 
o 
ü 
p 4-1 a- v , 4- C 
on 
_0 
v 
p. m 
OE y 
.E 
Ný ° ö E >, -0 va)LnC a Ei ^c " V, N 
0 4-1 
wc on , .. a) 4-1 c Ln 
c ^ra a= a) 
(U 
on ov 
0-0 
ü 
0 
N E V)( 0 > Q; - a) Eö ý L a, E 
""- MQ > Q 
L 
LE 
N 
= an On 
Q 
a) 4- 
j Y 
ö 
rs 3° s °v 
N 
o ý' ö 
p z3 üs o 
on 
4-j 
L 
=3 p 4-1 
4J 
w- 
C L L iß 
cU 
OL _ N 4.. + on L 
T 
p 
C 
4-J 
0 
c- on 0 
N 
-0 CL 
O -C 
0 O C v U 
oU° c 
rß -0 E-I- 
on 
c ýC v 
O 
L 
C (10 
JZ- 0 o - 
N 
Cva . -v Oo dj an N E 
w a) a - 
Z 
fa o o u E 
C 
0 v Oo 
U 
c 
v 
u 
- a) _ 
c 
oc cN 
N 
° c"v 3O- O -o .cc cN0 
" 
N > 
L 
NN 
uv 
-0 on on 
vwc 0 
U °'- 
O L 
Ev m N 
V) o 
on 3 ro C c= c 
N 
M N O 
V cj, N+ ý L- 0 
OY 
UN 
N O - 7) C-0 
L 
U V) Y rß 
CO 
"O U 4-0 N 
O OZ 
UL3 r1 
E 
on p a) vi 
'-J C N V L a L CO c 
a; 
L 
m a) E O , 
0 3 Q) o c- (U 
} 
0 3: 
on 
c 
OO 
ö 
L a 
`^ 
O° ,n 
E 
s 
C 
o -0 
L 
ö-, 
-j 
cQ v p `) 3 
v 
oO 
+ 
- 
(z 
N (0 
>J (U V) (1) CC 
3w 
ý 
E Q) V-1 (o 
" 
0 a) L N ý_C 
U 
p_ 
L C 
Y _ +-' D 
r c 
N NNC 
N c° ° O ° 
'^ 
C 
C p 3 v `^ !E 
U 
- - M -0 
01 
ckn C 4--d LN C 
O pC N 0 pf1 LZ 
Q1 'CL 
N ° 
N-- 
L 
NL on LJ L 
C LJ Ca 
L 
L2 
Q) 4 j 
Ld 
ro OQ Q) CV cL ý -- C. 
. 3 E - 1- 3u0° ä ° ä ör > ý3 300 0 3w U ate 
ä 
= a 
) E ö 
w 
o v V; . 
L- C -76 - ` ` t+ C 
U 
c 0) u " 
° (o V) . an 
"aJ c 
z' f° 
uv L ° c 
E a) EE 
0 Q) C Ew ý, L3 Oo 0 
.j 
a 
O 
Q) rß > a c p rß 
` 
V) on on 
N + U cd 
av on 0 
. QJ 
C 0 
+ Ný 
4-1 v 
V) 
a (35 Q) 
C 
L o 
.. 
w c : E5 1E V, -6-J 0 
M 
ý 3 C J JC f 
N VI t! 1 vi 
Ca a) L 
(, o 
"-- 
Eo > 
C 
--)v 
°v 
Z <N QM 
0 
3 
0 
a c L 
a W 
4J c 
a 
u 
4J 
L 
u 
Q) 
Q) 
4J 
41 
A 
E 
E 
0 
O 
X 
C 
aJ 
CL CL 
255 
vs 
uYV 
-)L " CN 
Of) 
C 
ä 
O 
L- = v L- p UL 
as 
i C? rv v) Ov 
Oüo Vii 4U u zz E- u m° 
L ý Y 
° 0 
_v 
3 ? CL 
- 
(C vn 
on 
c 2 01 
. 4-1 
Ln 0 4- 
!E v - 3 .E o je ` &A 
O 
> >` L 
Q) ° 
on N on 
( Q) v; 
v, 
v 
-O on 
-0 a) 3 p 
ýýw- 
3 ° 
ýöE°ý 
c°a > 
m 
E 
v'D 
ro Y 
E C: 
( . L 
a) 
c äv °c ý' G vc m_2 v 
C: 
7 
% 
?E O ü v Q) 
72 
o4 
V, on 6 03 3 
L 
O 
x O O . &A O = G) OC ^- in ü 
cn LO M C 
O rp > 
zm >- Lý ra ra CD 
0? 
V) äC 
U üL 
O on ° z ý Q) ý 6 
" O >` 
M 
DO L 0 ^ 
V) 
C> 
Lw OOo> 
C V v' FpC on v Ln + 
ä 3 E05 - v -0E3: 0u' E on 0 
0 
p- '«- " EO On L O O' 'C .C ra (10 
Ev . - Q) V) v 
N t- 
on c >. vO YE0aE 
_ ý ý CDc 
Q) 
bÜ ý Eývv ý- 
MU 0 
_ clý V 
N> 
w N- CD LLU LL- 4- 4) UU L 
Cä > 0 
N 
° 
d 
fß 
oc 
3C 
ý 
L 
E3-0Y aEv 3 
ý 
Cu 4-0 
c öc° 
._3 a) 
-vom aý 
0 
o O N F- O c ýn L rC C0 p tß rß C 
. OCL>. O U O 
L- a on 
:3 4-1 0 0CU 0 'O L- LU äJ ja 
a 
0) ro uvv ý V) m aý 0 u 
4-1 
°u ?, (1) 
Q 
0y 
.. J 
ä) N>U 
ý CUcv; L 
ý ü 
C Ln °v 
" 
C 
°U E a) WCC 
> 
CD 
. ý 
>. u ' -o on 
° 
v= 'v w. cý C o cC °(Dvý L E 
O ON C( 
_ 
NC O° cLo 
' 
°3 0u E V V CD ww m> W Q O V) V L VU in 
on Ln N 
aJ a 
on w 
3c (D 3. NC 0 
C L L `ý C 0 C° 
0 
CD 
14- 
.^U 
4-J 
J L 
O 0 a) Ö L CD 
On 
M 
C rß 
-E 
U C -0 o QJ ' one on ö ,, cO>. E cu 
`ý O 
'- O V) In. Q) 
4-d ' 
O 0 L L m 0 -C 
2 
v1 p 
-0 >E >% 
E E°' ý' 
L 
ö 
VC 
,C 
W (U D 3: C Z'ý"E L acv " ä- °ý ö 
a, NE C aas an oöv Oa a) 
'^ 
vý äE -C E ýL o a) 
v° Oa) C Z = a) NULE oýcC> O> N V Q Jw Ln V) U .. 
a 
N> 
_ 
a) v o 
_ 
E uvrý V L LM V) 00 In &A o 0 V) Q 0 4-J a) J 
E L" ýO O rß ro O i'n v on ön Eä vc Q) EcO on L" 
0 Q) -6-j C 
0 -0 
I QJ ýn 
4-0 O U c ^ E 
J 
4A C Q) N on on +-+ C 
-! 
n 
r 
:2 
Y Y 
rp U 
E 14- 00 
OO 
N 'a 'a 3c 
o0 
a) Q) 
) .H 
pu 
ýýö m3 -0 - co Cl V) Zj 
ý O 
a, 
° 
E 
M Z YM 
0 
0 
C 
Q) 
C 
a 
V 
L 
a 
L 
L 
41 
G1 
a1 
G1 
t 
E 
E 
Co 4-0 
(v 0 
6 
x 
M 
c 
a 
a 
Q 
256 
N 
DývZN 
aa -c 
N 
O- 
N +J 
aJ ý 
C ý.. + 
o 
ý+ O 
O 
OO 
^^ ° vv 
E ö 
c E" 
v 
=- 
E 
ä 4.. j 
=3 I 
p c O .E 
O v 
N N >0 a 
o = to 
V 
-0 
E 
u 
v ai 
Lý 
3 C v v ^ >C L 
(C LZ 
. 6- 
Q) (1) 
CL 
4J Q0 J 
N 
v ö cv 
in w 
Oýý L 
oE 
pL 
N 
o 
-o E 
L 
N 
ä 
C- 
o 
v 
E 
Y 
N 
LY N 
L 
O 0 LL 
A-0 = 
%6- a Q N 
' o = v 
u 
v 
u 
LL ýY a1 
Cl 
_ý Y 
u v, a 
ýý 
._ v 
aJ 
vý 
M tic voi 
ýß 
v on 
LO 
v3 
. 
W 
NUOO 
3 
7 
v °3 t. A wc u s 
ý an 
o ýoýo 
0 (L) 0 (A 
N 
0- 
-C C 
1 4-j 4- 
0 0 O 
Z z Z ccQu ý0 Z 
-09" 
OJ E 
"O 
OL 
COO 
v "ý E 
a .2E 0 vv äw 
v 
3 O 
L 
N 
v E 
C 
O 
4 d Q) O L - > s aw ý ý -o 3 o D 
I fi 
L 
v E,, - o ä, 
on _ 7 o ü 
. ý° 
O 3 
O 3: v 
NL 
a 
oý3v 
-ý NL 
N3C on 
_N 
Q) C -c 
L ý'' 
,C 
wCi- 
oCavv 
+-+ C 
°aýýa) 
<o0 
E 
Q) 
E 
v 
r- wC 
-0 4-1 O`er N >' 
aN ., ý rp N C O 
L.. o cl- E 
Oo >. 
M, L1 (C 
4-j =3 N 0OM Ln 
0E ° o 
3, o 4-J 
-0 ö N 
ý 
v 
äýö v 
s c 
O ? .ý O 
L NO 
ä 3 "'- ° 0 
vi °L on 
"1 a) C 
aC 
Lv E° 
a° ° ° on 
- 0 0 , 4-1 
a) - 
L 
(U 75 
L 
0 ,r0 0 
vi 
p v 
ONL 
C: 
M 
0 0 
rE01' 
VI (i vv 0 
V" Q) 3 
C v 3 C Ym-, L Q 
`- 
z E14- 
ýv vv ? an 
s4s 
oEE 
vCOL 
-0.0 v w ., 
7; -0 v 
a) c 
c 
_ 
U o 
a 
o 0 
vö "' LU 
C 
0ö a U0N U 
00= v 
o 4-' (C C- 
c 
ov- o z4- V) -0 -0 
i1 v 
s 
c 
-° a) ao 
w 
C 
°a)o 
c O C 
O N 
O OvN 
> Z 
N 
c 
JNi 
°Eä3 
L(; -c vücE 
riß +Ö 
LOUý 
OO L 
3ýs 
< .-IU 
w 
EL a, 
NLL C 
C an ty 
O 
on 
v: . 
a ýc O 
0LL V1 
C 
(M 
fi v 0> 
L, n v 
V) 
E 
o 
ac 
w0 c -ý 
.0 
-- 0 
Q1 ý QJ ý ý 
JZ E E oo > 
>71 
Tý3 
-v 3E 0nL 
ra L0 c0Z 
Q 
"C 1ý L 
aJ 
75 
.EE 
L 
C 
C 
v 
C 
'E v CL 
o U 
V1 U 
C 
0 
4-+ 
C 
41 
4J 
C 
a 
'V 
IL 
(Q 
a 
L 
U 
rý a 
a 
a) 
L 
v1 
T 
L 
E 
E 
vi 
rß 
O 
6 
CL 
a 
Q 
Z M ZMi 
ý kn M 
- 
F- M 
257 
vN C 
_ Ö 
0- 0 V) - 0 on 
E O Y E. 
O 
°) - üü 3 V, 
ö öU i>f 
1 
0 ä 0 
M 
L 
N 
on 
C 
C C 
0 
1 
3 c v 
ý' 
Z 1 0 °J' 
OE C v O o rc ý. 
O OO O fß 
N L O N O N 
a, L 
Eco 
4.4 
0 
75 O 
0 
o 
O 3 
ON 
C= 
O 
ý 
O 
c 
O 
C 4) N a) 0O a 0 II II II II II 
-a Ln 
N_ 
O C: O - 
"O = 
O 
Eu m . 
0. 
O3 O LO 
4- (a CL 0 
4--1 
a _0 ä v 
ýc C u c O ö 
Ln 
ü 
>, cl E 
O > C on 
\ 
C LC LZ ; 
OOö 
E O '-' 
MQ C 
on C N o 
ö 
0 
ro 
0 . - Z Z u 2 "ý u 
E 
on 
4-1 N 
"D 0 
N V- NO 
L 
Q) NC ýý a) V, E "I C =3 i 
NO 
C: -C 
O O_ 
O N ON 
U _ 
Cl O 
a 
E NN O .0 CN 3 . on O on ML 
N 
on c j> 
,C 0 cl Ü >-0 U ÖF- > i'- 
L, 
(C 
N 
> 
L 
ý' N 
< u 
Ö 
O 
On C 
c 
N 
v 
5 
ýw 3 
m 
aý 
CC 
- 
a 
>0 
NmN 
O 
L 
OO 
on N 
M 
N 
fß 
0 -1 7'O O ý Nü N rC u N 
Q'-o N vE sMC: 
wö V )C: 3 
OYO 1 -,.. r N-k 
, -o =; 0 
C 
L C Q) 
w = C) 
C 
C On 
C 
C 
(z y ., Z. + LN 
O 
N 
NC L 
N IIO 
a 
" 
O 
rß 
d C 
a) N° on N No E oE 
on C a 
E 
o o cL O' o O 0-14- 
0 OX L 
u V 
ý' 
a I-ýO -v 
ý3 ý v u o ýa 
w O D 
O ao0 
4--j E o uvE 
m :3 -0 m_ 
C 
C on on C: on 0 
?2 
Y CLC 
01 
O J a) (U N 
1/1 . 6- 
_ 
00 N 
Qi 
C C 
Q 
ý 
N M ý 
Z F- r"1 N 
.- 
0 
0 
c L 
a, W 
c 
CL 
u 
rp 
a 
s 
u 
r0 a) 
a 
N 
'31 
L 
t/'1 
E 
E 
(Ti 
(Ti 
0 
6 
x 
C 
Q) 
CL 
a 
258 
Appendix E: The descriptive categories: the research participants' 
development of 'tacit forms of key competencies' 
Category Description 
Organisational A lot of organising, making sure that things are going to be done, 
skills knowing that you have to be somewhere. 
Organising days and weeks. 
I learned how to organise a family life, you cannot cope without 
organising the days. 
Organising my household, general organising skills, 
I am far more organised now, if I left it just for a day - it would be a 
nightmare. It is always a nightmare if I am sick or ill, because 
everything, every routine comes to a halt. And it is chaos. 
I had to learn how to organise my day, develop a routine, like always 
getting up at 7: 00 am, and I still get up at 7: 00 am, I am so used to it 
now. 
I make sure that enough and the right food is in, the whole range of daily 
life I am organising. 
I organised our spare-time, the holidays, the evenings out, the baby- 
sitter etc. 
Routine I have to have more of a routine for the children. 
I got my routine, it is similar to car driving, you are doing it without 
even noticing or paying attention to it. 
Pre-planning Now i am pre-planning. 
1 think it is also keeping one step ahead, keeping ahead of it is the key to 
organising things. Things like "Mufti-day" and "dress-up day", you have to 
keep in mind and prepare for the children. 
Thinking ahead. I had to plan what the family might need for the 
week/weekend, I had therefore to plan what to shop. 
Planning Planning the day more now. 
Knowing about schedules and to plan for the days to come. 
I learned to do things at a certain time (you have to feed the babies, 
otherwise it's a disaster). 
Planning for meals, things I need to buy, at least one week in advance. 
Plan activities and parties, 
Working towards schedules, 
You learn to write '101 lists' with all the things on it that needs to be 
done. 
Time Management Time management, the children have to be at the school at a certain 
time and things like this. 
Keeping to time patterns, meeting deadlines. 
Time and effort skills are greatly improved, e. g. ergonomics. When l am 
pressed for time, ( tend to find the quickest and most effective wayl 
route to achieve goals. 
Budgeting I am planning how to spend the money more. 
have definitely learned to save up money and to control the spending of 
my money. 
What comes first: paying the bills or spending it on something silly. 
I learned how to live economically. 
Budgeting, not spending everything in one go. But also to have a financial 
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overview, like when to pay the bills etc, knowing what is in the account. 
The money issue is huge; it is very hard to budget when you have just a 
little amount. 
You learn to shop economically, buy cheap things. 
l learned to manage with a small amount of money, 'budgeting'. 
( was responsible for the household accounts I had to pay the bills. 
Managing I have learned to manage a house much more effectively in terms of 
keeping it clean, keeping the inhabitants fed, keeping it tidy enough to 
work or to play in. 
I am delegating and allocating tasks now; - especially for my husband 
now. He still needs a shopping list otherwise he wouldn't know what to 
shop. 
Understanding You need to understand the child's needs. Think more in the way a child 
would think, try to understand.. I learned to understand the steps in the 
child's development 
Responsibility I know that I will do the things I have to do. 
became much more responsible, but I also had many more 
responsibilities. 
learned to stick to appointments and to make appointments. 
Being "spacially" aware where the children are. You sort of 'feel" where 
they are - it is a tiny alarm bell, the same that goes off when one of 
them is getting sick - you realise that something is different or wrong. 
Life-experience 
Unselfishness/ 
Altruistic 
Learn to be 'world wise'. 
You gain real life experience 
lt makes you more aware of life, more than anything else. 
I am more 'family wise'. It's basically bringing the children up, and being 
a good parent. 
am less selfish, you have to drop your interests; they become second. 
learned to put my interests behind, as there was no way of thinking of 
myself. To do things for myself. 
To accept that the children's development and growth/well-being comes 
first 
You always had to "take a backward seat. 
You automatically learn to put the children first, in a way you sacrifice 
yourself. 
And you don't worry about the way you look, bad hair do etc. Previously 
important things become irrelevant or unimportant. 
Simply 'being there' for the children and for the family, always available. 
Multi-tasking Multi-tasking, especially in the morning. 
think women learn to do more than one thing at a time. 
learned to 'juggle" with everyday task and how to '"fit jobs in", like 
doing the ironing when there seemed to be a little spare time. 
You develop more hands being a mum. 
Managing with more than one demand at a time. 
am far more flexible; you can start something and suddenly something 
happens so that you have to change your plans, or simply what you are 
doing. 
learned to do 10 things at the some time. Especially when I was cooking. 
can mow watch television while the children are fighting; I ignore 
them; but / get the drift of what's going on across the room. You develop 
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this skill, as you are never alone. 
Patience You learn to be patient, 
had to learn to become very patient, especially with my father, as he 
was an alcoholic, right until his death. 
Hide emotions 
Deal with stress 
Communication 
To hold back my emotions. 
learned not to show any emotions and I learned to control them. 
simply went away when my father was 'out of his mind' and started 
shouting and being rude. 
I learned to "put a face on". To show a happy face for the children, 
hiding my emotions. 
You learn to control emotions, something like `anger management' 
1 have learned to cope with stress reasonably well, if 1 am not tired. 
Organising "time out" for myself. 
Talking skills and communication skills I developed a lot with the 
children and with friends or with other parents at the school. 
have learned to give excuses to people. 
You learn the art of communication (with my husband; cool down if I feel 
like shouting, and still get the same message across). 
My daughter was very difficult and I tried to get around arguments, I had 
to get round it, and you always found a way of doing so. It was like trying 
a different way, to be flexible and always finding a solution. 
Listening Listening - you do - don't you? 
became a good listener. 
You learn to comfort and listen 
Independence I learned to rely only on myself , not to rely on anybody else. 
I am used to fending for the children and myself and not to relying on 
others for help. This is a major achievement for me, as I grew up with 
three domestic helpers to do all the housework, and when I was teaching 
in Hong Kong, I had a domestic helper to do the housework and care for 
my babies whilst I worked. I couldn't lift an iron before, and now I am 
very good at ironing. My domestic helper would be very proud of me. 
Discipline 
learned discipline; you have to get things done, this helped me in my 
office job very much. 
1 learned to say "NO" to temptations 
1 learned to negotiate - with the children and with my partner. 
Cookie Cooking, before it was mainly 'take aways'. 
1 learned to cook "cheap" meals. 
Cook simple, cheap meals. 
1 did lots and lots of proper cooking.... 
learned the cooking from my mum, she was an excellent cook. My mum 
told me what to shop for and how to prepare a meal and she also showed 
me how to do it. And so cooking became one of my hobbies. 
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I improved my cooking. 
Others: Skills in supporting/encouraging. At that time my husband was "climbing 
the ladder", and he needed support and encouragement from me. 
Interview skills, as I was interviewing all the baby sitters and people who 
applied for the cleaning/childcare jobs. 
I improved my memory skills, as writing was always a problem with me, 
being dyslexic. 
Dealing and being in charge of people, 
I am more caring about other people now. 
Prioritising 
You learn that time is precious 
Making sure that the children are clean, fed and clothed. 
Giving explanations to the children. 
I was also the one who gave them the disciplinary bit, my husband has 
more patience. 
Not to listen, but to pretend to listen and simply nod at the right key 
You learn to 'recycle' things, heat up food/ prepare a meal with leftovers 
etc. 
Domain specific skills, not generic ones, the underlying skills seem generic, 
but they are not. Knowledge of this subject area is important. 
Adaptability, to adapt to situation; you learn to adapt. 
Tolerance 
Sewing 
Maintenance 
Gardening 
Decorating 
Driving skills 
I also acquired quiet good telephone skills, as I preferred to arrange things 
over the phone instead of writing a letter 
I learned to write letters and applications for the Job Centre with the help 
of my neighbour. 
I learned to write in and use a diary, as I couldn't keep all the 
appointments of my parents and myself in my mind. 
Typing, and in dealing with the paperwork, as I had to make sure that 
everything was paid. I wrote letters whenever it was necessary, e. g. to 
certain (insurance) companies. 
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